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A B S T R A C T 
This dissertation examines the extent to which 
Notional/Functional theory may be put into p r a c t i c e . 
We begin by giving a brief account of attitudes to 
language teaching since the 16th c e n t u r y , before looking at 
more recent "Structural", " S i t u a t i o n a l " and " C o g n i t i v e " 
appro ache s. 
We then move on to consider in greater detail both 
the concept of "Communicative" teaching and its theoretical 
justification. Here we find it necessary to distinguish 
Chomsky's "grammatical c o m p e t e n c e " from the " c o m m u n i c a t i v e 
competence" of Dell Hymes and others. We look at the first 
tentative steps towards functional teaching before 
concentrating our attention on N o t i o n a l / F u n c t i o n a l theory as 
conceived by David W i l k i n s , noting that he proposes a 
"weakest application" as well as a "stronger a p p l i c a t i o n " . 
His reservations about types of courses that might be suitable 
for Notional Syllabuses are also o b s e r v e d . 
The practical part of the d i s s e r t a t i o n involves a 
critical examination of two textbooks whose authors claim to 
have adopted the N o t i o n a l / F u n c t i o n a l A p p r o a c h . This is done 
by questioning the extent to which each book fulfils certain 
requirements which seem to us to be fundamental to language 
teaching and Noti onal/Functiona1 theory. 
We find that, while at least one of the books is 
certainly partly successful, it n e v e r t h e l e s s remains 
"notiona1 i zed", that is, a very much weak version of the 
theory indeed - rather than "notional", w h i c h means no 
deviation from Wilkin's' theories. 
vi i 
In conclusion we point out that the two textbooks 
used in our analysis were early attempts to apply Notional/ 
Functional theory and, as such, obviously likely to suffer 
from the difficulties that confront all pioneering work. 
Later efforts may well be more successful. Nevertheless, 
the books selected clearly served to point out some of the 
problems encountered in attempts to put Notional/Functional 
theory into practice, which was the main aim of our 
dissertation. 
VÍÍÍ 
R E S U M O 
Esta dissertaçao procura examinar até que ponto os 
fundamentos teóricos Nocionai s/Funcionai s podem ser postos 
em pratica. 
Ao iniciar nosso trabalho expusemos, num breve re-
lato, as atitudes em relaçao ao ensino de línguas desde o se 
culo XVI. Em seguida nos detivemos no estudo de métodos mais 
em voga nas últimas décadas, baseados nas escolas Estrutural, 
Situacional e Cognitiva. 
A partir daí consideramos, com mais detalhes,o con 
ceito de "Ensino Comunicativo" e suas justificações teóricas. 
Aqui julgamos necessário distinguir o conceito de "competen-
cia gramatical", de autoria de Chomsky, daquele desenvolvido 
por Dell Hymes e outros - o da "competência comunicativa". A 
presentamos as primeiras tentativas no sentido de aplicar o 
ensino funcional como David Wilkins o concebeu, notando que 
ele propoe tanto a "aplicaçao mais fraca" (the weakest 
application) como a "aplicaçao mais forte" (the strongest 
applicat ion). 
A parte prática desta dissertaçao envolve um exame 
crítico de dois livros-texto cujos autores se proclamam se -
guidores da abordagem Nocional/Funcional. Isto é feito que£ 
tionando até que ponto cada livro estabelece condiçoes que 
nos parecem fundamentais ao ensino de línguas e ã teoria No_ 
cional/Funcional. 
Concluimos, ao final da nossa pesquisa, que, en -
quanto um dos livros nos parece, em parte, bem sucedido, per 
i x 
manece no entanto "nocionalízado" - e isto significa uma ver 
sao realmente muito enfraquecida da teoria - e nao "nocional", 
isto i, uma adesao total e irrestrita ã teoria proposta por 
Wilkins. A partir da evidencia dos fatos estudados, somos 
de opinião de que urge a necessidade de um aprofundamento nas 
pesquisas feitas até então, a fim de que a Teoria Nocional / 
Funcional seja posta em prática mais efetivamente. 
1.0 INTRODUCTION 
1.1 ATTITUDES TO LANGUAGE TEACHING 
It is often remarked that language is in a constant 
state of flux, ever-changing and adapting itself to different 
situations and circumstances and the needs of its users. The 
same might well be said of attitudes to language teaching. 
Each new generation of linguistic theorists appear to reject 
the assumptions of their predecessors and suggest innovations 
in language teaching which are eagerly seized upon by others 
and in time come to form the basis, of the new orthodoxy, until 
they in turn are challenged. 
This is a very healthy state of affairs because, 
despite the fact that the "perfect" language teaching method 
is almost certainly an illusion, it clearly shows that 
linguists and teachers are not content to sit back and accept 
the situation as they find it, but feel the need to try to 
improve their understanding of the nature of language, how it 
works and how best it may be taught. 
Thus, in the 20th century we have seen a succession 
of approaches to language teaching, each with its own 
theoretical assumptions and justifications. At one stage, for 
example, foreign languages tended to be taught through and for 
the sake of their literature. Little attention was paid to 
the learner's ability to speak the language or understand it 
when spoken by a native-speaker. Later, partly as a reaction 
against this and partly as a result of international 
c i r c u m stances ^ the oral-aural skills came to take precedence 
and all efforts were directed towards teaching the spoken form 
of the language in question. 
This in turn led to a concern with how best to 
achieve oral fluency: one school of thought advocated 
constant repetition in the form of drills, on the assumption 
that learning a language was a matter of habit formation, 
while others claimed that true familiarity with a language 




During the past few years there has been a further 
shift in the focus of attention. Emphasis is now placed on 
language as a form of social interaction, governed by such 
variables as time, place, topic and the social roles of the 
interlocutors. Grammatical competence no longer seems to be 
enough, and the teacher's task is seen as trying to equip the 
learner with "communicative" competence, which for the present 
purposes may be loosely defined as the ability to select 
utterances which are not merely, or even necessarily, 
grammatically "correct" but appropriate to the particular 
situation. 
This is almost certainly not the end of the road, 
and in time new ideas will undoubtedly emerge to cause yet 
another reappraisal. Nevertheless, it is from this line of 
thought that Notional/Functional theory has sprung, and as it 
is the concern of this dissertation to examine Notional/ 
Functional theory and its practical applicability to language 
teaching in the light of current research, it is not for us 
to speculate on future developments here. Our task will be 
simply to discuss the theory in some detail, indicating in 
what ways it breaks new grounds and then to analyse its 
practical implications and limitations by examining textbooks 




1.2 A HISTORICAL SURVEY 
Men have been interested in the language they speak 
for centuries, but no one has yet been able to describe such 
a complex phenomenon in its entirety. Why is language so 
important to us? Among many other aspects, its importance is 
due to the fact that our vision of the world is largely 
However, in order to put Notional/Functional 
into its proper perspective it will first be necessary 
a brief historical outline of the development of the 
methodological theory and then to take a more detailed 
at the main approaches of the past fifty years. 
3. 
conditioned by language, hence a wider knowledge of its 
nature and functioning will undoubtedly help enrich the 
quality of our lives. 
This interest in language is reflected in the ever-
growing demand for foreign language learning. It is not only 
sufficient for us to master our own native tongue, but we 
think it necessary to open up the windows of the world outside 
ours. Since language teaching and learning are very closely 
related subjects, we shall make an attempt, in this chapter, 
to trace a profile of the directions followed by language 
teaching methodo 1 og i sts throughout the years. 
Finding a method which suits all situations has been 
the methodologist's golden dream. Old methods disappear, new 
approaches come into fashion, and each time a new approach 
appears, many teachers feel inclined to consider it as a 
"cure-all" for the innumerable problems that assail language 
teaching. 
These changes reflect the ways in which the various 
schools of thought envisage language. To our mind, far from 
being harmful, this constant state of flux has proved to be 
highly beneficial, since the research undertaken by specialists 
has broadened perspectives towards language and teaching 
learning, thus smoothing the path for future learners. 
We shall see, as this chapter develops, that there 
have been many tentative approaches to language teaching. We 
shall study some of them and discuss their main features in 
the light of the most influential theoretical concepts which 
govern language learning. In addition to this we shall see 
the practical implications for language teaching which have 
resulted from these views. 
The following are the approaches which will be 
discussed in this piece of work: 
4. 
a) The Structural Approach 
b) The Situational Approach 
c) The Cognitive Approach 
d) The Notional/Functiona1 Approach 
These were chosen because they appear to reflect, 
each in a distinct way, the different views which relate 
and* 
language to language teaching learning. 
We shall later dedicate a large section to the 
Notional/Functional Approach because it seems to us that it 
represents a new trend in the teaching of foreign languages, 
that of "Communicative teaching". Since the main objective 
of this dissertation is to find out to what extent this new 
approach has something more permanent of offer teachers, we 
shall obviously need to carry out a more detailed analysis of 
its theoretical principles, together with an incursion into 
the field of practical application. 
To have a better idea of how this search for a fully 
developed approach to language teaching has been carried out 
until recent times, a brief historical survey of what has 
been done in this field seems appropriate. 
According to Mackey^, the first grounds for 
complaints about bad methods date back to the 16th century, 
when Di Marinis said that he wanted to make "Latinists and 
not grammarians out of his students". As we know, the study 
of languages at the time was based on Latin and Greek 
classical texts, the content of which was considered to be 
the pure, the correct, the "good" language. For the 
supporters of these views, far from being one of the 
necessary elements for learning effectively, the teaching of 
grammar happened to become an end in itself — the only 
important aim to be achieved when learning a language. 
The teaching programme which resulted from this 
approach did not follow an objective plan and most time 
consisted of a selection of literary texts, the grammar of 
which was studied in depth. 
5. 
In the 17th century Comenius, who became famous for 
his great interest in educational matters, conceived new 
ideas. He firmly believed that language learning should not 
consist of the learning of grammar in itself. Comenius 
encouraged his students to study grammar inductively. 
Imitation and repetition, followed by oral practice, were 
considered to be highly effective classroom procedures. 
His ideas represented an innovation in the field of 
language teaching. Nevertheless, those principles were 
largely condemned, since they put in danger the great prestige 
of the classics within the educational context of the time. 
Consequently the position maintained by the traditional 
educators of the time prevailed over the other, and by the 
end of the 18th century the study of Latin grammar once again 
became dominant. 
Mackey goes on to say that later on, in the mid 
19th century, the study of texts was revived through Plötz. 
He organised and systematized what has been called the 
"Grammar Translation Method", which included rules and 
paradigms as well as sentences for translation. Plötz 
advocated the study of texts, the composition of which 
consisted of simple sentences, whose grammar, in turn, ought 
to be studied inductively. Teachers were to use the first 
language, since according to Plötz's ideas, this would 
facilitate the acquisition of the second language. We shall 
see that some of these ideas have reappeared and been 
developed in the 20th century by the advocates of the 
Cognitive Approach, giving rise to the "Indirect Method", 
whose principles will be discussed later in this chapter. 
About the end of the 19th century two new elements 
were added to language teaching: physical activity and 
elements of phonetics. Principles such as the association of 
ideas, the use of gestures and visualisation were accepted. 
The use of games and activities was fostered. Grammar was 
studied inductively. Based on these ideas a new approach to 
language was then proposed. It was presented by Viëtor, a 
6. 
German writer from Leipzig , who first used elements of 
phonetics to form a method. His new approach to teaching 
emphasized the importance of the spoken language. 
Sentences should be studied in context, not in 
isolation. The texts were not to be chosen haphazardly, but 
according to the interests of the learner. When introducing 
new items, certain steps should be followed: listening to the 
piece of language introduced and looking at its written 
reproduction on the board, repeating it aloud and finally 
writing it. 
3 
According to Mackey , by this time a great 
revolution had taken place: "language teaching methods had 
swung from the strict application of principles of logic to 
the single-minded practice of principles of psychology". 
These principles advocated by Viëtor were 
systematized and a new method appeared: "the Direct Method"^, 
the i nf 1 u e nee of whi c h spread rapidly through Europe in the 
early part of this century. However, as Mackey points out, 
if the Direct Method happened to be a success in Europe, 
namely in England, France, Switzerland and Germany, it did 
not gain much prestige in America, where the spoken approach 
was not considered to be of primary importance. Conversely, 
there, great importance was attached to reading. On account 
of these ideas, an improvement in text books for translation 
was noticed. These books crossed the frontiers of America 
and were applied in several other countries, thus enlarging 
the scope of application of the Grammar-Translation Method 
outside America. 
Having had a quick look at ideas that have 
influenced language teaching throughout the centuries, we now 
proceed with our study by analysing, in a more detailed way, 
what has been done in this field in our century. 
Throughout the first and the second decades of the 
20th century the teaching was done through reading. The 
student who was interested in conversational English had to 
7. 
attend a private school to fulfil his expectations. 
When World War II broke out a new factor had to be 
considered: the necessity of studying languages for the 
purpose of oral interchange with foreign countries. As it was 
impossible to satisfy the demands for fluent speakers in 
foreign languages through those "traditional" methods in vogue 
at the time, the Army, in conjunction with the University, 
devised what has been called the "Army Method", whose main 
objective included a fluent speaking knowledge of the language. 
On account of this, the limits set by the supporters of 
approaches based on the exploitation of texts were surpassed: 
a thorough contact with the spoken language was fostered, with 
a minimum of time spent on reading and writing in the foreign 
language. In addition to the great emphasis given to oral 
work, two procedures were considered to be central to this 
approach: imitation and drills. These, in turn, were combined 
with extra work carried out in language laboratories. 
We found it necessary to make this incursion into 
the trends in the most influential views on language teaching, 
because we believe that the approaches that we shall discuss 
from this point on, in this chapter, originated in the past. 
Although a full scientific study of the language had not yet 
been structured at the time, we can now infer from this 
exposition of methods outlined above namely the Grammar 
Translation and the Direct Methods that they bore 
theoretical implications for much of the work that was to 
follow. 
1.3 MORE RECENT APPROACHES TO LANGUAGE 
It is not for us to provide a detailed account of 
all the methods that ever existed. A more detailed 
explanation of the most influential ones is given by Mackey"*. 
Nevertheless, in giving this brief summary, we had a purpose 
in mind: to consider the fact that since the very beginning -
till recent times - the pendulum of language learning and 
teaching methodology has been swinging between two extremes: 
8. 
on the one hand some me thod o 1ogi stsadvocate that language 
teaching should focus on an active, more or less "automatic" 
oral use of language; on the other hand some point out that 
students must be provided with sufficient knowledge of the 
rules which make up a given language. Although these 
positions display different attitudes to the nature of lan-
guage acquisition, they bear some resemblance in that they 
both indicate that learning a language effectively consists 
in mastering its grammatical system, be it acquired through 
the automatic learning of its structures, or by the conscious 
application of its rules. 
The different attitudes towards language learning 
and teaching, mentioned above, displayed by textbook writers 
in their practical work, reflect the results obtained by 
investigation made into the relationship which exists between 
language and language learning. 
Consequently, at this point, we find it necessary 
to discuss some ot the theoretical assumptions that underlie 
those views. As this investigation develops, we realize that 
approaches to language reveal, to a certain extent, underlying 
principles concerning theory, description and language learning 
They are not chosen haphazardly. 
From this point on, then, we shall make an attempt 
to see to what extent the theoretical assumptions implied by 
the assertions noted above coincide with the postulates 
advocated by the different schools of thought. 
1.3.1 STRUCTURAL APPROACH 
As suggested previously the proposed analysis will 
proceed as follows: 
a) A brief discussion of the theoretical points 
advocated by the school of thought in question. 
b) A rapid view of the practical application of 
these principles to language teaching. 
9. 
It is worth pointing out the importance of the words 
"automatic oral use" within the linguistic climate of the 
fifties. The approach advocated by the Army Method, which 
included practices such as repetition and imitation of the 
native model, was supported by a very influential linguist at 
the time, Leonard Bloomfield, who condemned the use of the 
grammar translation approach in the school programmes. 
Bloomfield based his studies on a mechanist view of 
man. As a behaviourist, he believed that "language is a chain 
of material cause-effect sequence". Consequently a linguistic 
analysis of language, based on these principles, advocates the 
notion that language utterances are habit responses to stimuli 
learnt by a conditioning process. 
To understand how these ideas have later been linked 
to the practical work in the classroom, we shall begin by 
tracing the general principles of Behaviourist theory. 
The conditions proposed by Behaviourists concerning 
language learning can be summarized, according to Dakin^, in 
two laws and one principle: a) the "law of exercise", which 
states that for learning to take place, an "organism must be 
responding actively and repeatedly". b) the second law, which 
is the "law of effect" leads to the principle of shaping, i.e. 
the organism's responses are shaped step by step, till the 
terminal behaviour is reached. 
According to Behaviourists, learning a language is 
a "mechanical process of habit formation". Its principles may 
be equally applied to any kind of learning. For them, learning 
a language is the same as learning how to drive a car or play 
the piano. Language is but a skill that can be acquired as 
others can. 
This theory of learning strongly influenced the 
teaching of English as a foreign language and gave rise to 
the Structuralist approach to language teaching, which, later 
on developed into what has been called the Structural/ 
S i t uational Appr oach to language teaching, whose characteristics 
will be seen later in this chapter. 
10. 
Some important steps must be followed, Structuralists 
say, for effective learning to take place. Claiming that 
"language is a form of behaviou-r" and consequently, to be 
coherent with the principles of stimulus- response- reward, 
they advocate certain types of classroom practices, as well as 
some attitudes towards teaching: a) The overriding importance 
given to spoken language as opposed to the written one. Speech 
is primary, they say, and the oral-aural approach is considered 
to be the most effective one for the development of techniques 
designed to give a practical command of the language in question, 
b) The belief that learning must be achieved through "patterned 
practice". For this reason, oral drills are considered to be 
of paramount importance, for, according to Behaviourists' views, 
only by correct responding do students learn. By making 
students repeat the structures many times, they point out, the 
teacher will prevent the students from making mistakes. If 
the student is left free to choose the patterns of language by 
himself, they say, he will be bound to make mistakes, and 
mistakes must be forestalled at all costs, as they create "bad 
habits", c) Rules are to be avoided, so an inductive approach 
to learning grammar is encouraged. d) When working out a 
syllabus a careful gradation of the material to be taught is 
necessary. Learning for them is a cumulative process, and, as 
such, small bits of language are organized, and gradually 
presented to the student. 
The most influential method based on these 
principles was the "Audio-Lingual Method", which began to be 
known in the late fifties. Its supporters largely condemned 
what they called "traditional methods of learning a foreign 
language". Text-books based on this method have been widely 
used till very recently. For the sake of illustration, we 
shall quote L.G.Alexander. The famous text-book writer, in 
his preface to the teacher, attacks the grammar rule and 
translation based methods, and makes clear his total 
disapproval of their procedures. 
"Learning a language is notamatter of acquiring 
a set of rules and building up a large 
vocabulary. The teacher's effort should not 
be directed at informing his student about a 
11. 
language, but enabling them to use it.». The 
old-fashioned translation and grammar rule 
methods are extremely wasteful and inefficient, 
for the student is actually encouraged to make 
mistakes: he is asked to perform skills before 
he is adequately prepared. ...At some point in 
the course students inevitably become remedial 
students and the teacher is faced with the 
problem of remedying what has been incorrectly 
learnt. No approach could be more ineffective, 
wasteful and inefficient. The student should 
be trained to learn by making as few mistakes 
as possible... If he is to make the most of his 
abilities, he must be trained to adopt correct 
learning habits" . 
In addition to those principles mentioned previously, 
the Audio-Lingual Method supporters also advocate the following 
classroom practices: 
a) The memorization of dialogues. 
b) The repetition of patterned responses. In this 
way they aim at providing the learner with near-native speed 
and pronunciation. 
It is worthwhile pointing out that Behaviourists paid 
little attention to the concept of meaning. This attitude can 
be explained in the light of the mechanist view of man: since 
meaning happens to be in the mind and as such difficult to 
measure scientifica1ly, the physical manifestation of language 
is, they say, what must be taken into account. This position 
led to a search for ways of providing the student with a 
reasonable mastery of the forms of the language studied. 
Language is then presented to the learner as a "system of 
forms", not as a "collection of meanings". A syllabus based 
on the principles mentioned above will define its teaching in 
terms of "structure". It is considered a "linguistic" or 
"grammatical" syllabus, in that the pieces of language to be 
taught are to be analysed into structural patterns. 
The emphasis given to form was one of the weaknesses 
of the Audio-Lingual Method. In his "Linguistics and Language 
g 
Teaching" Wilkins says that this method failed to prepare 
the learner to use language for communication. 
12. 
Up to now we have described two attitudes towards 
language learning: that in which language learning is conceived 
of as an intellectual discipline, studied for its own sake 
without having any link with the social environment the 
speakers may be involved in. The second attitude, the one 
adoped by structuralists, differs in one aspect: by advocating 
that language is to be seen as a "set of conditioning responses 
to the environment they do admit that there is a relationship 
9 
between language and the environment" . However, as Keith 
Morrow, points out, they are equal in that language here, once 
again, is regarded as a thing separate and complete in itself^. 
1.3.2 SITUATIONAL APPROACH 
After many years of total adherence to the idea that 
the material designed for teaching activities should be 
strictly defined in linguistic terms, some dissatisfaction 
began to be noticed and another approach to language emerged: 
the Situational Approach. What was the novelty introduced by 
the supporters of the new approach? They recognized that 
language could not be regarded as a "monolithic whole" and as 
such the learner should be provided with varieties extracted 
from the common core to fit the various situations the learner 
happened to find himself in. Consequently some consideration 
should be given to the setting: Where are we going to use a 
given structure? Is the structure taught appropriate to the 
situation we are in? As soon as these ideas surfaced, new 
courses appeared, claiming to be s ituationa11y based. 
For the sake of illustration we shall quote a 
passage extracted from "Situational English"''"^ in which some 
of the features of the so-called "Situational Courses" are 
made explicit. 
1 - Grammatical points are presented situationally 
in sentence patterns, which show their function 
and meaning and which are arranged in carefully 
graded teaching order. 
2 - Each new sentence pattern introduces only one 
13. 
point of sentence structure. 
3 - Aural-oral presentation and practice are 
immediately consolidated through reading and 
writing. 
We can see from the above quotation that there has 
been a misunderstanding of the theoretical implications 
involved in the Situational Approach. As a result of this we 
were assailed by a number of text books which, in spite of 
being labelled "situational" were, in fact, very much 
structurally based. By structurally based, here, we mean 
courses which derive from a rigid linguistic (grammatical) 
syllabus, i.e., structures are chosen and presented to the 
student either through a progressive sequencing of linguistic 
patterns, ranging from the easiest items to the most difficult 
ones, or through visuals which, in turn, are used to 
contextua 1 ize the grammatical pattern chosen, ranging from the 
easiest items to the most difficult ones. 
The following are examples taken from "Situational 
English". The teacher is supposed to introduce the pattern 
"I/HE/SHE/MUST..." He is advised to build up a situation to 
12 fit the linguistic pattern chosen: 
He has a sore throat. He must go to the doctor's. 
She has no tea. She must go to the grocer's. 
Suitable vocabulary: 
(butcher's): no meat, no sausages etc. 
(chemist's): no medicine, no soap etc. 
Through the examples above, we infer that the 
criteria adopted by the supporters of what has been called the 
"Structura 1/S ituationa1 Approach" do not match strict 
situational principles. Here, the point of departure, when 
choosing the material to be taught, is not the situation 
itself, but the linguistic pattern to which it is relevant. 
The situation is there to justify the presentation of the 
structure in question. 
Many text^book writers have expressed their 
dissatisfaction with the strong emphasis on language teaching 
through a strictly Structura1 / S ituationa1 Approach. 
These are concerns expressed by Maley and Duff in 
their introduction to "Drama Techniques in Language Teaching'.1 
"Much has changed in language teaching, but it 
is still true that the conviction that 
Vocabu1ary + Es s enti a 1 Struetures + Language lies 
at the base of nearly every foreign language 
syllabus. Teaching on these lines takes 
account of only one aspect of the language -
intellectual matter. But language is not 
purely intellectual matter. Our minds are 
attached to our bodies and our bodies to our 
minds. The intellect rarely functions without 
an element of emotion, yet it is so often just 
this element that is lacking in teaching 
material." 
They criticize the lack of emphasis given, in 
traditional text-books, to skills such as adaptability, which 
according to them, consists in the ability to match one's 
speech to the person one is talking to. 
They also claim that when teaching foreign language 
more attention should be given to mean.img. 
"Much language teaching is done through 
structures or so-called situations in the 
belief that once a sentence has been correctly 
formulated a use can always be found for it. 
First comes form, then meaning. This approach 
can be misleading, even dangerous, because it 
accustoms the learner to making his sentences 
fit into structural moulds'". 
Another criticism is often maá¡e of the Structural/ 
Situational Approach when it advocates that the language 
introduced in class must only be taught in and through 
situations that actually occur or are talked about in the 
classroom. Linguists base their criticisms on the grounds 
that as it is virtually impossible, in practical terms, to 
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carry out such a task, the Structural'Approach presupposes 
grading and we know by experience that it is impossible to do so 
in situations of every day life. 
That most structura11 y/s ituati ona 11 y based text-
books do not usually take the communicative facts of thè 
language into account does not imply that "true situational 
courses" do not exist. According to Keith Morrow the "true 
Situational Approach does exist. Its main characteri stics lie 
in the fact that the situation being the starting point for 
the teaching, the language taught is defined solely by criteria 
of what is appropriate to s i t u a t i o n " ^ . 
To exemplify such ideas we chose a situation 
1 6 
"Offering cigarettes" , in which several samples of language, 
relevant to this particular situation, have been chosen to 
illustrate it. 
Situation: "Offering cigarettes" 
Situation 1 
A - Cigarette? 
B - No, thanks. Not before lunch. 
A - P l e a s e , have one. It's a new brand. 
B - I honestly don't feel like one at the moment, 
thanks. 
Situation 2 
A - Have a cigarette. 
B - No, I've just put one out. 
A - Please, do. I always seen to be smoking yours. 
B - Perhaps, I will then. Have you got a light? 
Situation 3 
A - Would you like a cigarette? 
B - No, thanks. I'm trying to> cut down. 
A - Go on. I owe you one from* yesterday. 
B - OK, but next time you must have one of mine. 
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Situation 4 
A - Help yourself to.a cigarette. 
B - No, thanks. I'm trying to give up. 
A - Come on. I insist. 
B - No really, thank you. I've got a bit of a cough. 
If we analyse situations 1, 2, 3 and 4 we notice 
that despite the fact that the functional element, that of 
offering, expressed by A, is equal in the four situations, 
the linguistic representation is different in the four of them. 
The main argument in favour of Situational syllabuses 
is that the learner and his needs will be taken into account. 
This represents a step forward, since this factor had not been 
emphasized in the organisation of earlier teaching materials. 
Till then, as we have seen, there was an unalterable correct 
procedure, regardless of the aim in learning a language. 
1.3.3 COGNITIVE APPROACH 
According to D a v i e s ^ there is a third way of 
envisaging the relationship between language and learning. 
Language and learning are seen as "interdependent and 
continually developing." 
From this point on we shall try to analyse this view 
of language displayed in Davies' analysis, by attempting to 
outline briefly the main principles which underlie this novel 
theory of language acquisition. The supporters of this school, 
who have been called mentalists, claim that language is 
essentially "innovative and stimulus-free". Far from 
considering linguistic activity as a physical activity, they 
maintain the view that acts of language are mental. 
The Mentalist or Cognitive theorists, whose most 
exponential figure is Noam Chomsky, advocate the principle 
that children are born with the potentiality of acquiring 
language, the capacity for learning being an innate property 
that all humans share. Since language is species-specific 
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i.e. only humans are able to communicate through it they argue 
that it cannot be considered as purely imitative behaviour. 
Hence the creative rather than imitative nature of language 
acquisition is emphasized. The strongest argument put 
forward by the Cognitive school against the views of language 
adopted by Behaviourists is manifested through the principle 
o f c r e a t i v i t y . 
This third view of language can be better understood 
through Dakin's discussion of some of the mentalists' 
postulates. 
Dakin summarizes some of the main principles of this 
school of thought as far as the learning process is concerned. 
He points out that, according to Mentalists, there is the need 
for experience, which is a prerequisite for learning to take 
place, that is to say, the learner must be exposed to language. 
The new experience is assimilated and then it accomodates 
itself to new kinds of experience. In this process of accommo 
dation the child will formulate his own rules, making 
accessible what was unclear to him. By doing so the child 
will be organising his linguistic repertoire, which will not 
only include sentences that have been heard before, but it 
will also involve the production of new sentences. This 
factor of paramount importance accounts for the creative 
aspect of language. 
By providing this explanation of some of the 
principles advocated by Mentalists we hope to have made 
explicit what Davies meant by "interdependence between 
language and language learning" as well as what is meant by 
"the continual, developing process which involves language 
learning". 
Chomsky himself saw no direct relation between his 
study of the nature of cognitive processes and language 
teaching, for during the Northeast Conference on the Teaching 
of Foreign Languages he said: 
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"I'm frankly rather sceptical about the 
significance, for the teaching of languages, 
of such insights and understanding as have ^^ 
been attained in" linguistics and psychology" 
Further on he adds: 
..."It is difficult to believe that either 
linguistics or psychology has achieved a level 
of theoretical understanding that might enable 
it to support a "technology" of language 
teaching. 
Nevertheless, despite this pronouncement, we have 
to admit that these theoretical insights gave new light as far 
as classroom practice is concerned. The following are some 
of the practical outcomes which resulted from this view of 
language * 
a) Instead of repetition of intensive oral drills, 
the children must be given stories, as well as 
rhyme s. 
b) Listening is vital to the learning process, since, 
in this way, Mentalists say, children will be 
provided with the necessary experience. 
c) Playing with language, as opposed to talking 
about language only. 7 ; • ¡ .: is considered to be 
an important point. Consequently, activities 
such as role-playing, modelling and other 
meaningful activities have been encouraged. 
Contrary to the Behaviourist's belief that grading 
is central to teaching, Mentalists advocate that the teacher 
should not stick too rigidly to it. Tîiis view is based on 
the assumption that "the material of language teaching should 
be extensive samples of natural language" and we all know 
from experience that natural language arse does not involve 
strict procedures as to the selection and sequencing of 
structures. 
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The mastery of rules is a major concern of 
Mentalists. They think it dangerous to place too much 
emphasis on the production of automatic drills. The reason 
for the caution about their intensive use lies in the fact 
that very often the students fail to relate what they have 
learnt to a wider situation. Since the patterns they have 
been drilling exhaustively do not always fit the specific 
situation they are likely to face at a given moment, they may 
experience a certain feeling of disappointment in the method, 
thus hindering the learning process. The use of pattern 
practice together with a rough explanation of how the sentence 
works will help a lot, Mentalists say, thus avoiding hours of 
tedious repetition, in addition to being more profitable for 
t h e l e a r n e r . 
After having considered in what ways the Mentalist 
principles may have affected the general framework of language 
teaching, we shall provide a brief exposition of the "Indirect 
Method", whose procedures bear some resemblance to the "Grammar 
Translation Method". Some of the procedures advocated by the 
latter have returned to favour due to the Cognitive School" of 
20 . . language. The Indirect Method was put into practice m 
Wales and the material to be presented in the classroom was 
extracted from "A First French Book" by Whitmarsh. 
This method is based on the assumption that effective 
learning takes place when children are stimulated to assume a 
conscious attitude towards learning. The learning of rules 
by which acceptable utterances are made has therefore been 
encouraged. According to its supporters the internalization 
of rules allows for the generative capacity of language. 
The following are some of the features of the Indirect 
Me th od : 
a - The teaching of rules through the mother tongue. 
Since in deductive systems rules must be 
*"Cognitive" and "Mentalist" are used interchangeably in 
t h i s c h a p t e r . 
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explicitly stated, when explaining them, the 
teacher is free to choose the native language 
if he finds it necessary to smooth the learning 
task. 
b - The teaching material is provided through texts. 
This procedure avoids a careful gradation of 
the linguistic items. These will be studied 
as they appear in the text. 
These procedures are based on sound psycho 1ingui stic 
principles. It is Jakobovits who points out that 
..."the learner should be exposed to the full 
range of linguistic data from the beginning so 
as to give him maximum opportunity to test out 
inferences about the underlying structure of 
the 1 an gu age"21 . 
Ins omuch as a conscious attitude towards the learning 
of rules is fostered the teacher's correction of the student's 
mistakes is encouraged. It allows the student, Mentalists say, 
to reformulate his hypothesis, thus making it possible to 
alter the learner's interim grammar. 
Despite its great prestige among people who do not 
believe in a purely mechanist approach to teaching, on a 
stimulus-response basis, the Indirect Method proved to have a 
weakness; only the bright children could keep up with the 
intricate aspects of some grammatical points explained in 
class. For this reason another method was adopted, "The 
Bilingual Method", whose techniques were devised by C.J. 
Dodson of the University College of Wales, Aberystwyth. 
It should be apparent from this brief explanation 
that the main objective of those who believed in the 
efficiency of methods such as these was to help the learner 
improve what has been called "linguistic or grammatical 
compe tence". 
We shall begin Chapter two by developing the notion 
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of "communicative competence", since this concept is important 
for a better understanding of the theoretical implications 
which underlie the Notiona1/Functiona1 Approach. Chapter two 
will indicate the main direction followed by the supporters 
of a fourth view of language: the shift of emphasis from 
structural completeness to communicative needs. 
22. 
2.0 COMMUNICATIVE TEACHING 
2.1 THEORETICAL BACKGROUND 
We finished the preceding chapter by proposing a 
discussion of the term "communicative competence". In order 
to do this effectively, we find it useful to consider first 
the notion of "competence" as Chomsky sees it. According to 
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Chomsky "competence" is what the speaker of a language 
knows implicitly. In his study of competence he emphasizes 
the discovery of rules used by the ideal speaker/hear er in a 
homogeneous society. He defines "competence" as a shared 
knowledge native speakers have which allows them to produce 
and understand all sentences in the language and reject all 
non-s entenees. He also points out that the "competence of 
the speaker/hearer can ideally be expressed as a system of 
rules that relates signals to a semantic interpretation of 
those signals". 
However, other linguists, more concerned with the 
social aspects of language, felt that Chomsky's formulation 
2 3 24 did not cover all the ground. Dell Hymes and Campbell 
reached the conclusion that grammatical competence needs to 
be augmented by what they refer to as "communicative 
competence". In addition to acquiring a set of syntactic and 
phonological rules, they suggest, the learner also needs to 
learn the rules of "sociolinguistic behaviour", so that he 
will be aware not only of correct usage but also of what is 
appropriate to the particular situation. 
These ideas were very much in tune with the trends 
of the decade, which Bernard Lott describes as "... a shift 
of interest away from the study of language as a mechanist 
behaviour and towards that of the linguistic expression of 
. „ 2 5 social meaning . 
According to Halliday and Hasan the concept of 
"context of situation" was formulated by Malinowski in 1923, 
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in his supplement to Odgen and Richards The meaning 0 ¡j 
meaning , and subsequently elaborated by Firth particularly 
in a paper written in 1950 , called P eA4 o nalitij and language 
¿n ôoclttij . 
Malinowski suggested that language is "a range of 
possibilities, an open-ended set of options in behaviour that 
are available to the individual in his existence as a social 
2 7 man". The "context of situation" is then the environment 
of any particular selection that is made from within these 
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options". Firth took Malinowski's notion of "context of 
situation" and developed a theory of meaning which emphasizes 
the social function of language. He studied the significant 
and systematic patterns of social behaviour. 
The notion of "context of situation" has been worked 
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over and amplified by other linguists. Hymes has added a 
further dim.tension in his work M odtlò o ¿ ¿ntZAactÁ.on o & 
language, and social 6ztt¿ng. The implications of these views 
in the organization of teaching programmes will be studied in 
detail later on in this chapter. 
Turning our attention, once again, to the notion of 
communicative competence we find it worthwhile quoting D.H. 
Hymes: 
"...the child acquires a knowledge of sentences 
not only as grammatical, but also as appropriate. 
He acquires competence as to when to speak, when 
not, and as to talk about with whom, when, where, 30 in what manner... 
Further on he adds that the "acquisition of such 
competency is, of course, fed by social experience, needs and 
mot ives". . . 
It seems that according to the supporters of these 
views of language, in order to provide the learner with the 
ability to communicate effectively, language instruction must 
proceed along two dimensions - together with the acquisition 
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of the language system, the learner must also control the 
conventions which govern the various ways of expressing social 
and cultural meanings. 
Since the foreign speaker lacks this kind of 
competence, there has been a special concern with specifying 
what the components of communicative competence are, when 
devising a syllabus for the teaching of foreign languages. 
However, research carried out in this field has proved that 
providing the learner with communicative competence 
constitutes a difficult task. 
Despite the fact that the learner has already reached 
an advanced stage of conceptual development in his own 
language, and this experience, we believe, will undoubtedly 
help him in the acquisition of the second, the conventions of 
use of the target language almost always differ from the ones 
in his native tongue. 
From this point on we shall try to give an account 
of the main changes brought about by these novel ideas in the 
field of language teaching. 
The first important aspect to consider is the shift 
of emphasis from the forms of language to the meanings which 
language conveys. Communicative teaching then focuses on the 
purposes that language serves. Consequently communicative 
teaching materials are organised with the aim of realizing the 
learner's immediate intentions. In other words, wh a t the 
learner will need to express will be given priority. 
Considerations of how the speakers of the language express 
themselves, or wh en and where they use the language, will come 
as a consequence of wh a t they have chosen to communicate 
through language. 
Secondly, maintaining that to produce an utterance 
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is to engage in a certain kind of social interaction, Hymes 
points out that a theory of communicative competence must deal 
with 'hotions of the speech community, speech situation, speech 
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acts, components of speech events, functions of speech, etc". 
We shall now turn our attention to "speech acts" and "functions 
of speech" to see to what exten't these concepts have influenced 
the approach adopted by the supporters of communicative 
teaching. 
3 2 
The theory of "speech acts" , developed by Austin, 
later became the title of a famous book written by Searle. 
The theoretical basis which underlies the theory of 
33 . - . ' • ' . Speech Acts has its roots m studies made by Wittgenstein. 
The famous philosopher and logician came to the conclusion 
that the descriptive and emotive functions of language were not 
the ones to be taken into account and claimed, instead, the 
functional diversity of language utterances. He pointed out 
that "using language is playing games whose rules are learned 
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and made manifest by actually playing the game" . He went on 
to say that "one acquires the command of a language, not by 
first learning a single set of prescriptive rules which govern 
its use on all occasions, but by engaging in a variety of 
different language games, each of which is restricted to a 
specific kind of social context and is determined by particular 
social conventions". Austin's theory of speech acts and 
Wittgenstein's doctrine of language games have elements in 35 
common. The following are, according to Lyons -, two factors 
which prove this to be so: a) the awareness that describing 
and reporting are two among other important functions of 
language; b) the importance of relating the functions of 
language to the social context in which language operates. 
Searle (Spe.ec/t A ctò, 1 969) points out that sentences 
have two parts: a proposi tional element and a functional 
element: the functional element has been termed "i 11 ocutionary 
act".* His views coincided with Austin's who had previously 
stated that nearly every utterance or speech act performed by 
By "i 11 ocutionary act" he means an act performed in 
saying something, such as: making a promise, a request, etc. 
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a speaker has an "i 11ocutionary force",* i.e. it performs an 
act such as: "I warn", "I promise", etc. Moreover the 
illocutionary force of speech acts can also be identified 
even when they do not carry overt markers. In order to use 
language effectively the learner must know the conventions of 
use in the language. By conventions of use is meant the way 
we use language to perform speech acts such as apologizing, 
complaining, etc. That is to say, given a situation wh ere we 
have to warn a person, in English, not to cross the street, 
because a car is coming at full speed, native speakers say 
"Look o u t ! . a car is coming" and not "I warn you that a car 
is coming at full speed", for, in the English language, the 
conventions of use to mean "warn" are realized through 
linguistic forms such as "Look out"... "Mind"... and others. 
Of course decisions on how to plan the content of 
language courses, as well as the way of arranging ¿hem, have 
been influenced by this way of envisaging language. 
We shall now go on to examine how the theoretical 
ideas displayed determined, to a great extent, a new way of 
analysing pieces of language in real acts of communication, 
thus leading teachers to be more specific about the linguistic 
form and communicative function. 
Let us suppose that the item selected to meet the 
learners 1 needs is "Suggestions on how to invite people to go 
to places". From a functional basis, the following procedure 
might be adopted: "Suasion" would be chosen as the broadest 




SPEECH ACT SUGGESTING 
REALIZATIONS I suggest that we go to the theatre 
Shall we go to the theatre? 
Perhaps the play tonight is worth seeing. 
* 
By "illocutionary force" is meant its status as a 
promise, a request, etc. 
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It is worthwhile noticing that despite the fact 
that the meaning of the three utterances is the same, the 
linguistic realization in each- is different in regard to both 
lexis and grammatical form. 
In. his article Sozlol¿ngul^t¿c.i> and language, 
teaching Widdowson points out that: 
Although, as we know, commands are often expressed 
through imperative sentences this is but one among the various 
ways of issuing a command in the English language. 
Let us look at some samples of utterances that a 
mother might make when telling her daughter to do something 
for her : 
"Mary, make the beds before going out". Alternatively 
she could have said: 
certain conditions must apply. For "B" to understand that "A" 
is issuing a command it is necessary that the following 
conditions be fulfilled: 
..."in teaching a foreign language we have a 
tendency to assume an equation between 
linguistic form and communicative function 
and to teach language use purely in terms of 
the code. Thus learners are commonly misled 
into thinking that commands 
associated with imperative 
m Are you going to make the beds before going out?" 
I hope you make the beds before going out". il 
Of course, in order that 2,3, and 4 act as commands 
a) It is desirable for X to be done 
b) A has the right to ask B to do X 
c) B has the obligation to do X 
3 8 d) B has the capacity to do X. 
On the other hand ;as Widdowson points out /'the same 
linguistic form may also fulfil a variety of different 
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functions. The example below has been quoted from the articl 
mentioned above: 
1) Go away 
2) Pass the salt, please 
3) Bake the pie in a hot oven 
4) Forgive wour trespasses 
5) Come to dinner tomorrow 
6) Invest in premium bonds 
The different types of utterances have the same 
linguistic form since they are imperative sentences. 
Nevertheless, only number 1 is a command. The different 
meanings they convey show that there is not a one-to-one 
correspondence between these messages and their linguistic 
form. Here are, according to Widdowson, the different 





5 ) Inv i t a t i on 
39 6) Advice 
So far we have considered examples of communication 
seen in isolation. We shall see the relevance of providing 
the learner with the means to understand the difference which 
exists between what is actually communicated within a larger 
spectrum of use: utterances put together thus forming a piece 
of discourse. Let us suppose that learners have been taught 
the propositional meaning of each of the sentences which 
u• J• , 4 0 compose this dialogue: 
Mary: "There is someone at the door." 
Jane: "I'm in the kitchen." 
Mary: "All right." * 
* We are indebted for this kind of example to H.WIDDOWSON 
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Taking linguistic competence into account these are 
said to represent, at sentence level, well-formed statements 
in the English language. Nevertheless, to acquire communicative 
competence the learner must go beyond sentence level and 
plunge into the domain of discourse. The dialogue above, 
despite its correctness, is an example of what seems 
apparently to be a disconnected piece of discourse. Although 
it lacks cohesion, if we try to analyse it in the light of the 
functional approach we shall discover that it is a coherent 
piece of discourse, in that number 1 is a covert request for 
Jane to go to the door and see who is knocking. On the other 
hand, number 2 functions as an excuse, as Jane is busy and 
consequently cannot comply, whereas number 3 indicates that 
Mary understands and accepts Jane! s excuse, thus going herself 
to open the door, instead. 
To transform this dialogue into a cohesive piece of 
discourse we would have to add some other pieces of 
informa t i on : 
Mary: There is someone at the door. (Would you 
please go and see who it is?) - A declarative 
sentence functioning as a request. 
Jane: (I can't) I'm (busy) (doing something) in the 
kitchen. - A declarative sentence expressing 
inability to comply 
Mary: All right (Never mind, I'll go instead) 
The examples below show that, in addition to knowing 
the phonological system and basic structural patterns which 
compose a given language, the learner must recognize the 
appropriate conditions which enable him to identify the 
i 11 ocutionary act of a given utterance. To accomplish this 
task successfully, the learner must be aware of the importance 
of interpreting the speaker's intention so as to respond 
appropriately : 
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S u p p o s e X s a y s : 
"Isn't my yellow dress beautiful?" 
Implication: X likes the dress she bought and 
expects Y to agree. 
Possible reply if she agrees: "It's lovely". 
Possible reply if she disagrees: "Well, why didn't you 
choose the red one?" 
Suppose someone, in the course of conversation, 
exclaims: "I'm hot". To have grasped the utterance in its full 
complexity of meanings, we have to interpret it along two 
dimensions: we may see it as a complete correct grammatical 
sentence with a noun phrase, a verb and a meaning related to 
the hotness of the subject. Consequently we may interpret it 
as an appropriate or inappropriate utterance which merely 
predicates something about its subject. However, it could be 
seen as a covert request for a cold drink, or a suggestion for 
someone to open the windows, or an invitation to leave a 
stuffy room, and so on. 
These examples show once more that using language 
communicatively involves the knowledge of factors outside a 
narrow view of linguistic manipulations. 
2.2 FIRST STEPS TOWARDS FUNCTIONAL TEACHING 
So far we have been discussing the general linguistic 
points that have characterized the new approach to language 
which caters for the functional diversity of language 
utterances, instead of concentrating only on language to 
report and describe things. As we shall see these attitudes 
favoured a change from a kind of teaching which emphasized a 
thorough knowledge of the structures of the language, to 
teaching concentrated on encouraging the learner to do things 
through i t. 
At this point we find it necessary to provide an 
account of what has been done in this field, i.e. we shall 
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have a brief retrospective look at how communicative 
teaching achieved its present state of development. 
We have already seen that the awareness of the 
social nature of language led textbook writers to move away 
from a strict grammatical syllabus and to choose the 
linguistic forms according to certain features of the social 
environment. The first syllabuses constructed along these 
lines used situational labels instead of grammatical ones.* 
Their search for providing the learner with the language which 
is appropriate in a given situation led to further studies to 
discover the exact rules of speaking used by natives. Another 
factor which contributed to the change of direction in foreign 
language teaching was the difficulty found in predicting the 
sort of language that the students would probably need to use 
in a given situation. Consequently after some practical 
experiments it was felt that situational courses are useful 
in situations of a particular type to provide the kind of 
language needed by an air-hostess or a hotel receptioni st,etc. 
However, they proved to be ineffective in that the learner, 
being prepared to face situations in which very narrowly 
defined aims have been established, might be unable to handle 
language for unanticipated communicative purposes. 
From this point of view we have to admit that 
providing the student with the structures together with a set 
of words carefully chosen to exemplify situations like going 
to the shoe-shop or the post-office is not enough. This is 
not indicative that the learner is prepared to communicate 
appropriately in those situations. He may have gone to the 
shoe-shop to complain about a mistake made by the shop 
assistant, in having given him the wrong pair of shoes. 
Similarly he may have gone to the, post-office to express his 
gratitude to the clerk for having telephoned him to inform 
that his packet had arrived at last... 
* 
More details about the Situational Approach have been 
given on page 12 above. 
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To fulfil these gaps in teaching syllabuses a new way 
of approaching language learning which could take into account 
the basic communicative needs of the learner was then proposed: 
a syllabus that could cover the most important functions and 
concepts, chosen in accordance with the contents that learners 
would need to express, was the solution. By teaching the 
students those functions and notions which compose a given 
language, the supporters of these views of language say, we are 
providing them with a deeper insight into the language within a 
larger spectrum, thus enabling them to extend what has been 
learnt to any conceivable situation where that particular 
function or notion is required. 
The first concrete step to facilitate the 
organisation of courses which took both linguistic code and 
the learner's specific communicative needs into consideration 
was taken by a group of experts - the Council of Europe team -
who elaborated a document called The Thneihold Level. The 
T.L. team made a successful attempt to define language course 
curricula based on the above criteria. The T.L. provides a 
"detailed specification of what the learner of a foreign 
language ought to be able to do with it, what feelings and 
notions he would need to express, or' argue about. 
Among others these are the elements which compose 
their model for the definition of language learning 
42 objectives: 
1 - The situation in which the foreign language will 
be used, including the topics. 
2 - The language activities* which the learner will 
p a r t i c i p a t e i n . 
3 - The language functions which the learner will 
fulfil. 
* 
These involve skills: speaking and understanding are 
given priority since the T.L. aims at providing the learner, 
primarily, with communicative ability. 
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4 " The general notions** which the learner will be 
able to handle. 
5 - The specific notions (topic-related) which the 
learner will be able to handle. 
A major contribution to the elaboration of this 
document was made by the British linguist D . TT. Wi lkins . 
Together with his we find names such as Jan Van Ek, Renie 
Richtericht, John Trim and others. 
The relevance of these ideas can be measured in terms 
of organisation of a language teaching programme based upon a 
prior analysis of the different uses we make of language. The 
most relevant study of the linguistic facts which underlie the 
new approach to language has been put forward by Wilkins. His 
ideas on semantico-grammatica 1 categories and categories of 
communicative function have gained some currency since they 
were presented in the mentioned document. Later on in 1976 he 
A3 
published a book entitled Not-ional S ylZabaò e¿ in which he 
sets up an inventory of notional categories that could be 
drawn on by people intending to produce a syllabus on those 
lines. 
2.3 NOTIONAL APPROACH 
We have divided this chapter into three parts, the 
first one consisting of an exposition of the theoretical 
principles on which the advocates of communicative teaching 
based their novel exper inVL&vfcs as to the nature of language. 
In the second part we examined how these theoretical views 
have been used by applied linguists so as to encourage the 
development of syllabuses which give priority to the semantic 
content of language, the selection of which must be closely 
related to the learner's needs. In the third part we shall 
provide an outline of the main points which make up the 






contribution of applied linguistics towards seraantically-
oriented language teaching. We chose as the basis of our 
enquiry into the Notional/Funcional approach the work of 
Wilkins mentioned above, for it represents an important step 
towards the development of communicative teaching materials. 
In his book Wilkins discusses the teaching strategies 
which language courses and syllabuses have been based on. 
Secondly he provides an explanation of the above-mentioned 
categories, and finally he discusses some of the operational 
and pedagogical implications that the adoption of a Notional/ 
Functional theory seems to carry. 
Wilkins distinguishes two ways of dealing with the 
organisation of teaching materials, and labels them as 
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"synthetic" and "analytic" approaches , which reflect 
different language learning strategies. While the former 
represents an attempt to divide the parts of language into 
sections, thus presenting the learner with bits of language, 
gradually - from the easiest items to the most difficult ones -
the latter places emphasis on what the learner is going to "do" 
with language. Since the linguistic content of a course based 
on these ideas will depend on what the learner will need to 
express in terms of actual language behaviour, a careful 
gradation of linguistic items is not possible here. This 
approach is said to be "analytic" because, as Wilkins points 
out "since we are inviting the learner to recognize the 
linguistic components of the language behaviour he is acquiring 
we are, in effect, basing our approach on the learner's 
• • .,45 analytic capacities 
2.3.1 TYPES OF MEANING 
Next Wilkins displays and exemplifies the framework 
which could be used in the setting up of a Notiona1/Functi ona1 
syllabus. He presents three categories which embody general 
aspects of meaning and use. Wilkins distinguishes three types 
of meaning speakers convey when uttering a sentence: The 
"ideational meaning" - also called "cognitive" or 
35. 
"propos itional" - which we use to express our perception of 
46 
events, processes, states and abstractions. The "ideational 
meaning" is said to account for the internal grammatical 
relations. The sort of category used to express this meaning 
Wilkins calls "the semantico-grammatica1 category". Below are 47 the semantico-gramma11ca 1 categories listed by Wilkins. 
Time; Quantity; Space; Relational meaning; Deixis 
He goes on to say that "while expressing his perceptions 
the speaker simultaneously expresses his attitudes towards 
what he is saying (or writing")^. A statement may be 
represented as desired rather than positively asserted and so 
on... Wilkins has termed this kind of meaning, "modal meaning" 
49 . . . . . 
or modality. To express it several linguistic devices can 
be used: grammatical markers, as in the use of the modal in 
"It may be a good film"; lexical items, as in "It is possible 
that it will be a good film", different patterns of intonation, 
eg. the use of a low pretonic segment with tone 2 to express 50 disapproval or concern. 
As to the categories of modal meaning, Wilkins draws two 
: tl 
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distinctions: he scale of c e r t a i n t y * ^ and the scale of 
commitment. 
Relational meaning involves the identification of 
entities and the expression of relations between them; eg. In 
"John drank the wine", John is the agent, the animate entity 
carrying on the action represented by the verb". 
By deictic meaning is meant the "capacity to refer an 
utterance to the context in which it occurs", eg: He lives in 
London and works there . 
* This scale involves the speaker's report to the likelihood 
of the predication being valid. Ex. "He is certain to be 
here" ( imp e r s o na 1 i z ed certainty) " I ' ir. sure they will be here 
(personalized conviction). 
A*This scale deals with that aspect of modality which 
enables us to report degrees of moral undertaking and 
res pons ab i 1 ity. Ex: "I'll pick you up at the station" 
(intention) "He ought to stop and help"(obligation) 
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The third type of meaning is conveyed by what he 
calls "Categories of communicative function ". These are 
considered to be important elements within the Notional/ 
Functional teaching framework because they are intended to 
deal with the use of language: they express the social purpose 
o f a n u t t e r a n c e . 
Wilkins recognizes six types of communicative 
functions, which according to him, represent "what we do 
5 3 through language" . They are displayed as follows: 
a) Judgement and evaluation (Blaming, estimating, 
assessing) 
b) Suasion (Recommending, forcing, etc.) 
c) Argument (Conceding, informing, asserting, etc.) 
d) Rational enquiry and exposition (Drawing 
conclusions, comparing, defining, etc.) 
e) Personal emotions (Anxiety, delight, etc.) 
f) Em otional relations (Sympathy, hostility, 
gratitude, etc.) 
A syllabus containing the three elements outlined 
above has been called a "Notional Syllabus". As we have seen 
it stimulates the expression of the social purposes of the 
utterance as well as of concepts or notions i.e. the meaning 
relations which the forms of language convey. 
In adopting a Notional syllabus the text book writer 
will organise the teaching units according to language 
functions Such as: greeting, warning, inviting and so on... 
These functions will be chosen according to the learner's 
needs. The selection will also contain the concepts or 
HA 
notions such: location, causation, etc. Each unit, in turn, 
covers the vocabulary and subject matter associated with the 
given concept. For example, concepts of motion and location 
are expressed by prepositions, whose classification is made 
according to the spatial/temporal and grammatical relationships 
they convey. 
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2.3.2 NOTIONAL SYLLABUSES: POS S IBILITIE S. AND 
LIMITATIONS, 
After this brief review of the components which 
constitute the framework to be used in the elaboration of a 
Notional Syllabus, we shall move on to discuss its 
possibilities and limitations within the field of practical 
application in thé light of Wilkins' thoughts. We shall see 
what is entailed in this novel approach, as well as 
considering the situations in which Notional Syllabuses might 
be most effectively used. 
Wilkins defines a Notional Syllabus as "any strategy 
of language teaching that derives the content of learning from 
an initial analysis of the learner's need to express such 
m e a n i n g s " ^ . But he asserts emphatically at the very 
beginning of chapter three: "Notional syllabuses as such do 
5 5 
not, to my knowledge, exist" 
Since the essence of a Notional approach is its 
close link to the learner's needs it is necessary to be more 
specific about the nature of his needs. 
Wilkins draws a distinction between what he calls 
"Global courses"-the ones which aim at providing learners 
with a high level, of proficiency in the target language-and 
"Special courses" i.e. language learning provided under 
conditions which differ from those normally found in schools. 
Here, the needs of the learners can be predicted in advance 
more accurately. 
A structure for language teaching based on Notional, 
principles is still tentative. However there are points 
which are considered to be relevant when creating Notional 
materials*. 
a)The need for a wider exposition of different types 
of meaning "so that the learner can adapt and combine the 
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different components of this knowledge according to the 
„56 requirements of a particular act of communication 
b) The choice of the linguistic realization through 
which these meanings will be conveyed. 
c) The situational factors which are relevant to 
that specific act of communication. 
To produce a teaching programme in consonance with 
the elements mentioned above, course designers are confronted 
with difficulties. Wilkins begins by discussing issues that 
are likely to appear in connection with the application of 
Notional syllabus principles to global course designing. 
To start with there is no one-to-one relationship 
between grammatical form and either grammatical meaning of 
language functions. Wilkins says that: 
"the lack of congruence between form and meaning is 
most striking in the case of functional meaning, that is, in 
the use of sentences as utterances in actual acts of speech. 
An individual sentence can be used to perform any function in 
the language and consequently any function may take a variety 
of forms 
Wilkins illustrates the latter by listing fifty-
three ways of asking "permission to use someone's telephone, 
from its easiest manifestations, such as "O.K.?" (accompa-uied 
by a gesture) to the most difficult ones "I should be most 
5 8 grateful if you would permit me to use your telephone" 
How to overcome these issues then? Wilkins suggests 
an organisation of teaching materials based on a "cyclical 
approach", whereby the course designer introduces different 
realizations of the same notion. This is done progressively . 
so that the learner might be able to enrich his semantic 
repertoire as the course progresses. 
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Since there exists such a large number of 
linguistic realizations, a pedagogic sequence is necessary 
Wilkins suggests that before determining a pedagogic sequence 
"we would have to discover what it is that governs the 
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speaker's choice from among these different forms" . This 
selection is needed to cover not only stylistic aspects but 
medium as well. The former will include concerns such as: 
a) degree of formality 
b) degree of appropriateness 
c) degree of politeness 
By analysing the following utterances chosen from 
the fifty-three presented by Wilkins: "All right?", "Can I 
use your telephone?", and "Would you be so kind as to let me 
use your telephone?", we find no difficulty in classifying 
the first as very informal, the second as neutral, and the 
third as most formal. 
As for "medium" he points out that all fifty-three 
forms could be used in speech but some would not be possible 
in writing. 
Wilkins highlights the importance of grammar, thus 
advocating the need for making the student acquainted with 
"the grammatical rules which underlie the production of 
u t t e r a n c e s " ^ . Since grammar is so important how should ou 
course producer introduce it? Does he consider first 
grammatical factors even if this choice turns out to produce 
inappropriate language**, or does he decide on complex forms 
because they are more suitable stylistically and 
situationally? 
**Wilkins comments on the use of forms considered inappr<o 
priate by a native speaker. For example "I want to use your 
telephone" as a way of seeking permission. 
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To prepare the learner to manipulate the conceptual 
content of sentences is a difficult task. This is due to the 
fact that most times a semantic category involves several 
parts of the grammatical system. If we take, for instance, the 
semantico-grammatica 1 category of "time" we realize that it 
may be expressed through several grammatical categories: 
adverbial phrases, as in "tomorrow morning"; verb tenses; 
prepositional phrases, as in "since Monday" etc. The concept 
of futurity, for instance, involves several verb forms 
(present, present continuous, shal1/wi 11 + infinitive , to be + 
going to + infinitive, etc.) adverbs (soon), adjectives 
(following, next), nouns (future, successor, etc.) and so on... 
On the other hand it has been observed that a single 
structure may convey a variety of concepts. Ex: the present 
continuous may express an action performed at the moment of 
speaking, future, habitual actions, and so on... 
As Wilkins points out, "it i senior e difficult to 
manipulate the conceptual content of sentences than the 
functional content» > • ä n any sentence several aspects of 
conceptual meaning are present simultaneously. It is therefore 
very difficult to isolate one kind of m e a n i n g " ^ . If we take, 
for instance, the utterance "John hasn't had coffee in here 
since 3 o'clock" we shall see that it involves knowledge of 
relational meaning, quantitative meaning, deictic meaning, as 
well as concepts of time duration. 
OuJ"ing to all these difficulties Wilkins suggests 
alternative procedures when applying Notional principles. The 
one which he thinks to be the "weakest application" is that a 
grammatical course would be introduced in the early stages of 
learning and a functional one at more advanced levels. The 
"stronger application" is when the course designer would 
choose semantic criteria in the selection or ordering of 
grammatical items. He exemplifies it by saying that instead 
of organising a unit dealing with prepositions their "spatial" 
"temporal", and "grammatical" aspects would be presented so 
as to give the learner a clear picture of language in "use". 
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Organising global courses based on Notional 
principles, as we have seen, presents difficulties to course 
producers. However, Keith Johnson says in an article entitled 
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Jh<L AppZication o ¿ Funct-ío naZ S yZZabui , that it is possible 
to use a Functional approach for general courses by developing 
the concept of common core. The suggestion has been given by 
the Council of Europe. As.we have seen previously in this 
chapter they developed a teaching framework for the most 
general of audiences -average adult European learners . They 
pointed out that people, no matter what their professions or 
interests, would surely need English to perform such functions 
as greeting, thanking, refusing, inviting and so on. . . Based 
on this experience, Johnson says "wherever there is a common 
core a Functional approach can be used for general courses". 
On the other hand, Wilkins adds, Notional syllabuses can be 
more successfully used in "Special courses", i.e. in 
situations where the use is to be immediate and the needs of 
the learners more easily predicted. Wilkins lists four of 
them : 
"High surrender value courses", created to meet the 
needs of foreign residents, emigrants, etc, where they need 
language for immediate use. 
"Limited duration courses" which may last 10, 50, or 
even 200 hours and are intended for people who must acquire 
the maximum communicative skill within the minimum amount of 
t ime . 
In the same article on the application of functional 
syllabuses, Johnson presents the existing strategies open to 
the teacher in such situations. Either to present the learner 
with part of the grammatical structures - the ones which 
happen to appear in the units being studied, or select the 
most important grammatical structures to use a Functional 
Approach, in which a restricted range of functions would be 
. 64 introduced . 
"Special purpose language courses", those whose 
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learners' objectives are narrowly defined. Among other things 
ESP courses are intended to provide learners with expertise in 
the most common features of their own particular discipline. 
According to Wilkins, the Notional Approach is more 
suited to ESP courses because we know, in advance, the learner's 
desired terminal behaviour. 
Finally he discusses the problem of "Remedial course^1. 
Learners who have not been successful in their language classes 
often reject the possibility of repeating the units done 
previously. A Notional Approach might be suitable in that it 
offers the possibility of widening their scope of use. At the 
same time it might make up for the weaknesses in the 
grammatical field, by revising those items already taught, but 
this time within a semantic perspective. 
Now, we go on to consider some practical suggestions 
given by Wilkins in the field of actual teaching. 
Wilkins points out that Notional materials must be 
planned for both producer and receiver and continues by saying 
that the receptive repertoire given the learner must go beyond 
the level required in the productive one. This means that 
much greater attention must be given to the acquisition of 
"receptive competence". To cope with this demand for 
immediate use of language - which is a most important postulate 
of the Notional approach to learning - authentic language 
materials have been suggested as an important teaching device. 
Wilkins places particular importance on the application of 
these materials: 
"The importance of incorporating such materials 
into courses is that they will provide the only 
opportunity that the learner will have to see 
the contrast between the somewhat idealized 
language that he is acquiring and the apparently 
deficient forms that people actually use to meet 
the forms of language current in speech and to 
develop the ability to understand language that 
he will never need to produce". 
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Notional language teaching demands the use of novel 
strategies which exploit teaching materials in realistic 
settings by using utterances duly contextualized. "Role 
playing" constitutes a useful technique in that properly 
conteXtua1 ized dialogues give the learner the opportunity to 
exercise language which is closely related to real life 
situations. 
Among the supporters of the Notional/Functional 
approach we distinguish, among others, the names of Keith 
Morrow and Keith Johnson. They are members of the "Centre 
for Applied Language Studies" at the University of Reading. 
Their contribution to the field of communicative teaching is 
invaluable, insofar as they have tried to analyse the issues 
invo lved'^the preparation of communicative teaching materials. 
At the same time they provide some practical suggestions for 
those who have decided to approach their teaching from a 
semantic point of view. 
Morrow, in his article entitled SylZcibiLi, dei¿gn: 
¿orne, piobl&mò oá putting thíofiy into p^acíXce.6 6 , points out, 
in an explicit way, some of the factors which have to be 
taken into account when organising teaching materials from the 
direction of meaning. 
According to him some course designers will focus 
on the following aspects: 
1 - The functions the learners will probably need 
to express their communicative needs. 
2 - The topics they are going to deal with. 
3 - The setting, or situations where the 
communicative act will take place. 
He points out that the course producer will also 
give attention to the roles that the learner will have to 
play, his attitudes, the level of formality and to the degree 
of politeness. These, together with other factors such as 
age, sex, nationality, medium, varieties of language, social 
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background, etc.6Ue.all • variables to be considered 
when adopting a Communicative approach to teaching. 
He also calls our attention to the "need to reconcile 
the teaching of the grammar of language with the teaching of 
its uses". 
Morrow's ideas on how to deal with grammatical 
concerns coincide with Wilkins' when he says that "the 
grammatical content should be specified in terms of concepts 
which the grammatical system e x p r e s s e s " ^ . In other words, 
the course writer must balance the provision of grammatical 
points needed by the learner with the Notion a1/Functiona1 
framework necessary to produce communicative language. 
We have now given an indication of some of the 
aspects involved in the Communicative approach to teaching 
and in particular the features which compose the Notional 
syllabus. In the following chapter we shall examine textbooks 
whose writers claim to have adopted the Notional/Functional 
approach. We shall see to what extent their teaching 
materials have been organised to fit the parameters set by 
the supporters of this approach to language teaching. 
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3. ANALYSING NOTIONAL/FUNCTIONAL MATERIALS 
3.1 PROBLEMS INVOLVING THE APPLICATION OF NOTIONALLY 
BASED MATERIALS. 
We noted in chapter two that Communicative teaching 
seeks to avoid the weaknesses of the Structura 1/S ituationa1 
approaches and we also considered some of the fundamental 
principles of a Communicative approach, paying particular 
attention to the Notiona1/Functi ona 1 theories expounded by 
Wilkins. 
It is now time to consider the application of these 
theories to the practical task of producing a textbook for 
the teaching of English. Here it becomes immediately apparent 
that the task is not an easy one. A writer who chooses to 
adopt a purely Grammatical approach has several advantages: 
firstly there is a finite set of grammatical rules to deal 
with, secondly, and most important, much has already been done 
to smooth this path by the prior grading of grammatical 
structures according to such criteria as frequency of 
occurrence, range, availability, coverage, learnability and so 
o n ^ . Indeed, a comprehensive description of English 
. 69 grammatical structures can be found m Alexander et al . The 
writer attempting a Communicative approach enjoys neither of 
these advantages. There is as yet no consensus of opinion 
either as to the number of semantic categories or on ways of 
grading them. Stratton (1977) indicates a number of basic 
problems : 
"There are several taxonomies but they all fail to 
provide an adequate model of language functions. 
All are incomplete and in many cases the 
categories are not in any sense mutually 
exclusive nor at the same level of analysis; 
secondly an attempt to apply any of the 
taxonomies to a speech situation requires a 
large number of subjective decisions on the 
part of the analyser. Also, although nearly 
all the taxonomists note that most utterances 
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are multi-functional none makes any attempt 
to describe how primary and secondary functions 
are assigned or determined. Finally none of 
the writers has teen able to effectively deal 
with the very complex relationship which exists 
between the form of an utterance and the 
interaction of significant factors in the speech 
situation - the personalities of the 
interlocutors, their status and roles, the 
topics etc. w^jjCh determines the function of 
an utterance. 
Since too, as we have seen in the previous chapter, 
sentences may be multifunctional, there is the problem of 
selecting among the several structurally dissimilar linguistic 
realizations of a speech act. What criteria should one use 
when organising this material? To provide the learner with 
the easiest forms, or to introduce f i r s't the most common ones? 
(even if they are structurally more difficult?) Wilkins is 
very much aware of this dilemma: 
"The problem that faces the syllabus constructor 
is to decide just lion' we i g h t i ng to give to 
grammatical criteria. Does he first decide which 
forms are stylistically and s ituational1 y 
acceptable and then order these on the lines 
suggested above, or does he pay greater 
attention to grammatical factors and allow 
these on occasions to lead him to introduce 
forms that are not really entirely appropriate 
from a stylistic or soci(^linguistic point of 
view but which are comprensible and do have 
certain grammatical advantages'." . 
The second problem raised relates to the 
incompleteness of rules of use. Since they change from one 
culture to another an awareness of these rules on the part 
of the teacher is necessary, otherwise he will be inclined 
to rely too much on his intuition. 
The considerations in the selectional procedures 
involved in the production of communicative teaching materials 
also, include, apart from those factors pointed out by Morrow 
in the previous chapter, those of age, sex, nationality, 
medium, varieties of language etc. 
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These are just some of 
writers may encounter in using a 
We can thus foresee that the use 
demands on them for, as yet, the 
fully developed such a theory. 
the problems which textbook 
semantica 11y-ba sed syllabus, 
of such materials makes heavy 
linguists themselves have not 
Nevertheless, no sooner had these ideas appeared on 
the language teaching scene than textbook writers started 
publishing books, claiming to have organised their materials 
around meaning, chosen in accordance with the learner's needs. 
Consequently we have seen over the last five years an 
increasing number of books claiming to be based on these 
novel ideas. Of course, we are not by any means questioning 
here the validity of adopting the trend of communicative 
teaching, for it would be foolish to deny its importance in 
the present-day panorama of language teaching. However, after 
having considered the main theoretical principles advocated by 
its supporters, together with a rapid view of how these 
principles have been reorganised into a syllabus based on 
functions and notions which language serves, we find it 
necessary to ask the following questions: do the so-called 
Notional/Functional books, available now on the market, 
represent a real revolution in the field of foreign language 
teaching? If so, in what ways? Do they really provide the 
learner with the necessary tools which will enable him to 
fulfil his communicative needs? 
It is perhaps appropriate at this stage to quote 
claims made by textbook writers who purport to adopt a 
Notional/Functional approach, and we have selected for this 
purpose two books which differ considerably in content and 
presentation. Both, however, stress the radical nature of 
their break with tradition. They are Say ivkat you mean in 
Engliò h by John Á d r e w s ^ , a slim volume of 1^)6 pages, and 
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StaAt-tng St-Katzg-ieò by Abbs & Freebairn , a lavishly 
illustrated 134 page book, containing a print-out of all the 
recorded material, available on a set of tapes or cassettes. 
The following are extracts taken from the books in 
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ques tion: 
Andrews begins by deploring the frustration 
experienced by both learners and teachers when confronted by 
textbooks which fail to provide the learner with communicative 
competence, then adds: 
"This book makes some bold departures from 
traditional practice: it rejects the concepts 
of a purely grammatical syllabus which isolates 
grammatical forms and presents them in a 
carefully graded system of what is thought to 
be ascending order of difficulty. It also 
attempts to get away from the so-called 
situational approach wh ich has been much in 
vogue, but which is often, in fact, little more 
than a grammatical syllabus served up in more 
palatable morsels. The book presupposes the 
existence of a number of notions which we all 
need to express either in our own language or in 
another; these notions are limited neither by 
grammatical formula nor by vocabulary. They 
generate certain structures which language 
employs to express them; and these structures 
or patterns, though connected in meaning may be 
unrelated grammatically. The structures need, 
of course, to be illustrated in use, and so 
illustrative situations are provided but these 
can be simplified, altered or added to as the 
teacher and the learner feel the need. Thus 
the notion, the structures and illustrative 
• • • n / 4 situation dictate the necessary vocabulary . 
He goes on to say that "the other major assumption 
made is that the language learner can absorb, digest and 
subsequently reproduce complete utterances without deep 
7 5 analysis or understanding of their grammatical structure". 
For their part Abbs & Freebairn announce that: 
" Starting StfiattQ^Zi, presents a totally new 
approach to language learning for students as 
it takes account of basic communicative needs 
as its first priority. The materials have been 
carefully planned in order that the beginner 
can immediately see the relevance to him/ 
herself of what is being learnt... Spoken and 
written language is introduced by means of 
authentic reading and listening practice from 
the very beginning." ^ 
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These are indeed bold claims, and it will be part of 
our task to establish the extent to which the material 
contained in these textbooks actually lives up to them. It 
will be immediately apparent that Andrews is somewhat less 
cautious than Abbs and Freebairn. His notions are said to be 
"limited neither by grammatical formula nor by vocabulary" 
whereas Wilkins himself urges the need to select the 
grammatically simpler realizations of the various notions in 
the early stages except where this would affect the 
appropriateness of the utterance. 
On the other hand, Abbs & Freebairn stick fairly 
closely to Wilkins 1 suggestions, as the following quotations, 
taken alternately from Abbs & Freebairn and Wilkins, show: 
"Starting Strategies... takes account of basic 
communi cati on needs as its first pri or ity" . 17 
"The essence of a Notional syllabus will be the 
priority it gives to t h ^ s e m a n t i c content of 
the language learning 
"...Spoken and written language is introduced 
by means of authentic reading and listening 
p r a c t i c e " . ^ 
"An important feature of materials designed to 
meet such a competence would be authentic 
language m a t e r i a l s " . ^ 
The remainder of this chapter will thus be devoted 
to an attempt to provide answers to the following questions: 
1) Do these books really differ radically from more 
traditional, structur a 11 y-based textbooks in the way suggested 
by Wilkins and others? 
2) Do they have pedagogic validity? That is to say, 
are they likely to be successful in achieving what they set 
out to do? 
We shall attempt to answer the first question by 
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measuring the content and presentation of each book against 
the requirements of Notional/Functional theory. The answer to 
the second question c a n a t best be only tentative, as the 
success of any book may really only be measured over a long 
period of time involving its use with a variety of classes and 
teachers, with other variables taken into account. Neverthe-
less it should not be difficult to determine whether or not 
the books conform to the general criteria laid down for 
textbooks by such universally acknowledged experts as W.F. 
Mackey and Wilga Rivers. As Mackey points out, for example: 
"All teaching, whether good or bad, must 
include some sort of selection, some sort of 
gradation, some sort of presentation and some 
sort of repetition. Selection, because it is 
impossible to teach the whole field of 
knowledge; we are forced to select the part 
of it we wish to teach. Gradation, because 
it is impossible to teach all of what we have 
selected at once, we are forced to put something 
before or after something else. Presentation, 
because it is impossible to teach without 
communicating or trying to communicate something 
to somebody. Repetition because it is 
impossible to learn a skill from a singleg^ 
instance; all skill depends on practice". 
There are several possibilities then. Either or 
both books may do exactly what they claim, in which case they 
will represent a distinct advance in the methodology of 
language teaching. Fail ure to achieve this will be 
measurable on a cline, at one extreme of which we might 
expect to find a normal structurally-based textbook 
masquerading as something new and at the other extreme a 
simple phrase book, of the type which, as Wilkins points out, 
allows the user to ask the way but does not provide him with 
the means of understanding the answer. 
3.2 PRACTICAL ANALYSIS OF TEXTBOOKS 
Our first step must be to break down the two main 
queries into a series of smaller, more manageable and fairly 
specific questions and attempt to provide equally specific 
answers to them by detailed reference to each of the textbooks 
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under analysis. The following questions would appear to be 
appropriate : 
1) What level of student are the books aimed at 
(Beginners, Intermediate, Advanced etc.) and what 
are the criteria used to justify the appropriateness 
of the material for this level? 
' 2) Are the books aimed at students seeking a 
knowledge of "General English" or at those requiring 
the language for^specific purpose, such as the 
pursuit of advanced studies in another discipline? 
How does the selection of the material reflect this? 
3) How much emphasis is given to each of the four 
skills: listening, speaking, reading and writing? 
4) Have the authors taken steps "to ensure that the 
grammatical system is properly assimilated by the 
learner ? 
5) Have situational and grammatical considerations 
operated at selectional level or presentational 
level? 
6) How is the material graded? If semantica 11 y,have 
the authors offered any criteria for the grading of 
notions, functions, topics etc.? 
7) Are the items which compose the various units 
likely to lead to the fulfilment of the learner's 
immediate communicative needs? 
8) Is the language which composes the units 
representative of authentic stretches of normal 
conversation? 
9) Is the main linguistic unit presented to the 
learner the sentence? If so, have the sentences 
been organised so as to provide cohesive and coherent 
52. 
pieces of discourse? Are we (in Widdowson's terms) 
offered examples of "use" or merely "usage"? 
We shall discuss the questions in the order 
presented above. 
3.2.1 LEVEL OF STUDENT 
To justify the appropriateness of any teaching 
material, we first have to take into account the learner's 
needs. Apart from those who want to learn English fo fulfil 
certain specific needs such as translating, listening to 
lectures and taking notes, using library facilities so as to 
carry out research in their field of work, etc, foreign 
language learners- whatever their level of knowledge- will be 
people who want to develop skills which enable them to 
communicate effectively in the target language. 
As communicative interchange is a central concern 
of a given group of learners, when producing communicative 
materials for beginners, textbook writers are often faced 
with problems of combining successfully simple structures with 
the functions and notions that will serve the student's needs 
at early stages. Similarly, attention must be given to the 
length of the stretches of speech chosen to compose the 
content of the book. 
When observing the criteria used by Abbs & Freebairn 
to classify Starting St^iatzgi-zò as a book intended for 
beginners, we found some characteristics which are, to our 
mind, important in the preparation of Notional/Functional 
based materials. 
The following are the main aspects detected: 
a) Simplicity in the choice of the grammatical 
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structure* 
b) Stretches of speech shortened so as to facilitate 
the learner's task 
In order to exemplify what has just been pointed out 
8 2 we might consider unit 10 in Starting StfiatzgÍQ.ò . 
Item "a": A look at chart number 1 will show the 
author's concern for introducing simple linguistic items 
throughout the book. 
Item "b" will be analysed in the light of the 
material displayed in unit 10. We shall pt-ese/njr the material 
which composes the dialogue in a twofold version: Format 1, 
which represents the actual material used by Abbs & Freebairn 
and Format 2 which may serve as an example of how the same 
material could be developed into more comp lex %cdeRÍ#J so as to 
attain to intermediate levels of learning. 
FORMAT 1 (beginners) FORMAT 2 (intermediate) 
A - Inviting someone to go out A - Urging someone to go out 
B - Accepting the invitation B - Accepting the invitation 
A - S h o w i n g p l a c e s A - Showing places 
B - Expressing admiration B - Expressing enthusiastic 
admira t i on 
A - Offering A - O f f e r i n g 
B - Accepting B - Accepting gratefully 
A - Offering A - Offering 
B - Refusing B - Refusing politely but 
f irmly 
* 0 f course selectional procedures carried out by 
Notiona1/Functiona1 textbook writers are much more flexible 
than the ones used by traditional approaches. Nevertheless, 
as it is impossible to teach the whole of the language in 
one level, it is reasonable (and even necessary) at the 
beginner's level to select those pieces of language which 
present less complexity as far as the grammatical structure 
is concerned. 
5 A 
A - Jackie! It's coffee time'. 
B - Coming! 
A - Well this is the cafeteria. 
B - It's nice and modern. 
A - Would you like a cup of 
coffee? 
B - Yes, please. 
A - And a biscuit? 
B - No, thanks, just a cup of 
coffee. 
A - Get a move on, Jackie. 
It's coffee time! 
B - Coming! 
A - Well this is the cafeteria. 
B - How nice! It's absolutely 
super. 
A - I expect you could do with 
a cup of coffee. 
B - Thanks I'd love one. 
A - How about a biscuit? 
B - If you don't mind I'd 
rather not. I have to 
watch my weight. 
As we can see from the exposition above, format 1, 
used in Starting Stfiat <¿gÁ.<¿& , is more appropriate for 
beginners, for in addition to fulfilling the communicative 
functions intended for the un it in question, the linguistic 
items chosen, if compared to format 2, present less 
complexity as far as the grammatical structure is concerned. 
We can conclude by saying that the material 
displayed in Starting StKatagiaò can be said to be appropriate 
for beginners since both simplification and communicative 
value have been taken into account. 
"Say what you mean in English" is intended for the 
"adult foreign learner" and according to its author it sets 
out to teach "the learner to communicate in English even at 
8 3 elementary level". 
Getting down to the actual analysis of the teaching 
material in Andrew's book we observe that: 
a) The structures which compose the grammatical 
backbone of the course in question will immediately 
show that the author makes little attempt to select 
structurally simpler realizations of the notions 
i n t r o d u c e d . ^ 
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b) As far as the length of utterances is concerned, 
we found no evidence of the author's concern to 
introduce short stretches of language, in order to 
make the learner's task easier. The following are 
some examples extracted from the book: 
8 5 "She will tell him when she's done the others". 
8 6 
"If she doesn't mind the step she'll fall down". 
"She wants to know what he thinks of the wallpaper'.' 
Since this book aims to teach foreigners "even at 
elementary level", we found it difficult, in the light of 
considerations "a" and "b" (see p a g e 5 2-53 in t h i s chapter) to 
accept that it is particularly suited to its purpose. 
3.2.2 GENERAL OR SPECIFIC ENGLISH? 
StaK.ti.nQ Stfiatdcseems to have been oriented to 
those who are interested in knowing something about British 
culture. This can be detected through the cultural aspects 
8 8 
which have been chosen to compose its units, for example : 
English money, four o'clock tea with lemon, extracts taken 
from English newspapers on how to let flats, or to look for 
jobs... We can also find information, which is usually given 
by travel agencies, on how to spend holidays in a very typical 
way: by travelling to "warm" resorts etc. not to speak of 
amusements such as concerts, festivals, art galleries, places 
which the British visit at weekends, etc. 
Thus the distinctly British cultural background 
noted above do'es seem to suggest that the book would be 
particularly useful for people intending to visit Britain for 
an extended period, either to take a course of study or to 
obtain work there. This places it in the category of "Special 
English" as familiarity with, for instance, newspaper 
advertisements for flats and job opportunities are distinctly 
more relevant to visitors to Britain than to students of 
general English who may never leave their own country. 
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From Wilkins'. point of view this would be very 
satisfactory as 
..."it is doubtful whether global (general courses) 
provide the most effective field of application of the 
Notional approach. In the first place the needs of the 
learners are in practice hard to define; secondly, for most 
of the learners the opportunity actually to use language may 
89 be long deferred". 
However, there is no evidence whatsoever that the 
authors intended the book for such a restricted audience. On 
the contrary, all the indications are that Starting S£fia£e.g¿Z& 
is intended as a global course, suitable for any type of 
learner. It is readily available, for instance, in Brazilian 
bookshops and has been adopted by a number of language schools 
in this country. This points to a number of anomalies. As 
the book deals specifically with those aspects of English life 
with which overseas students, living in Britain, would need to 
become familiar, much of it would be irrelevant to those not 
intending to leave their own countries. Moreover, the nature 
of • the content demands that the teacher is himself familiar 
with the social assumptions shared by the young professional 
group featured in the book, and by English people in general. 
It is unlikely that the majority of teachers in any country 
would have this background. 
"Standing, S£Aa£dg£tò is a new beginners' course for 
students aged 14 or over. It can be used for 
complete beginners and false beginners who need a 
new approach. 
"The materials have been very carefully planned in 
order that the beginner can immediate ly see the 
, 90 relevance to him/herself of what is being learnt". 
The explanatory comments on the back cover of the 
book reinforce this view, emphasizing that the book is 
intended for complete or "false" be g inners.a ged 14 or over, 
57. 
stressing the novel approach and the immediate relevance of 
the material to the learner. 
It would appear that although Starting Staategie¿> 
might be an extremely useful textbook for overseas students 
at language schools in Britain, or as a preparatory course at 
^/good overseas language school with near native speaker 
teachers,, for those intending to study in Britain, it cannot 
be said to meet the requirements of the general learner at 
whom it appears to be aimed. 
There was no evidence in Say what you mean in 
EngZ-íúíl of the same concern for cultural matters, nor is there 
any indication of the specific purpose of the course, other 
than to permit the learner to "absorb, digest and subsequently 
reproduce complete utterances without deep analysis or 
' . « 9 1 understanding of their grammatical structure. We can only 
surmise therefore that the book also falls into the category 
of "global" courses and thus again encounters the difficulties 
suggested by Wilkins above. 
3.2.3 EMTHASIS GIVEN TO EACH OF THE FOUR SKILLS 
As we have already mentioned, the changes brought 
about by the different attitudes towards language have led to 
a broader understanding of the rules which govern foreign 
language teaching. Until very recently speaking was given 
overriding importance, the other skills being considered of 
less importance within the learning process. Nowadays we are 
experiencing a broadening of view on the subject. It is felt 
that great attention should be paid to the purposes for which 
language is being studied. Consequently, writers of textbooks 
for communicative teaching, besides giving emphasis to the 
spoken mode, have also accounted for the necessity of 
including communicative writing materials in their books. By 
naming them this way we want to draw a distinction between 
written materials which aim at developing particular 
communicative skills and those which aim at providing the 
learner with the opportunity to practise certain structures 
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for the sake of reinforcing them. 
We shall now proceed with our analysis of the two 
books to see to what extent communicative concerns have been 
taken into account as far as writing tasks are concerned. 
Since the book Say lohat tjou mían ¿n English covers 
"essentially spoken material", the learner being called upon 
to perform tasks such as listening, speaking and looking at 
things, no attention is paid to the development of skill in 
wr i t ing. 
Conversely Starting Stfiat<¿gÁ.<¿¿ claims to provide 
the learner with both speaking and writing tasks. 
Despite the emphasis given to speaking, Abbs & 
Freebairn seem to give writing a reasonable degree of 
importance within the general organisation of the book. 
The following are some of the writing strategies 
9 2 developed by the book: 
1 - Filling in forms to apply for a job. 
2 - Filling in telegrams. 
3 - Completing open dialogues 
4 - Filling in application forms for someone to have 
the right to participate in a given activity. 
5 - Completing registration forms for a place (hotel) 
to stay in England. 
6 - Filling in an application form for a flat agency. 
7 - Listening to recorded material and filling in 
sentences on the subject given. 
8 - Writing letters. 
9 -t Writing down information from a tourist 
information office. 
10 - Writing informal notes to a friend. 
11 - Writing postcards. 
12 - Writing diaries. 
13 - Writing notes accepting or refusing invitations 
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14 - Filling in the information on surveys 
15 - Writing notes about graphs. 
16 - Making reports -
17 - Filling in dialogue gaps. 
These are some of the writing tasks presented by the 
book, which to our mind will help the learner fulfil his/her 
communicative needs in a more effective way. So it would seem 
that in this respect the book adheres to Notional/Functional 
theory. 
Having focused on the various written materials 
developed by the book we shall analyse the treatment given to 
listening materials. 
Since the receptive skill is considered to be of 
great importance in the preparation of communicative teaching 
materials we shall see whether the books cater for providing 
students with an effective capacity to participate in real 
language events, by exposing them to a varied range of 
listening materials in earlier stages of learning. 
Wilkins emphasizes the fact that a communicative 
act implies both producer and receiver, the latter becoming 
the former in the course of the interactional process. 
As we have already pointed out, the concerns for 
productive skills have, at times, been overemphasized, thus 
production being considered the only aspect which is really 
important in the foreign language learning process. Neverthe-
less, as Wilkins says, "by focussing on the receiver we are 
obliged to consider the content and purpose, not only of the 
utterance that he/she may produce, but of those he/she may 
, ,,9 3 hear . 
Besides emphasizing the role of productive skills, 
notionally based courses aim at developing the learner's 
ability to understand the complex language used by native 
speakers. This is to be achieved by exposing the learner to 
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recorded materials so as to provide him/her with receptive 
competence. These materials should be extracted from texts 
directed at native-speaking audiences, be they written or 
recorded materials. 
In order to assess to what extent the two books 
which are the object of our study have followed the communica-
tive teaching principles displayed above, we will have a look 
at the treatment given by them to receptive skills. 
In Starting S£sia£e.gZe.<i we observe that the recorded 
material available is organised in very traditional way, in 
that the learner is given the opportunity to listen to samples 
of situations, which have been previously exploited in a given 
unit. 
If we take, for instance, unit 13, whose title is 
"Train to Coventry", we can see that the recorded material is 
entirely based on the dialogue already learnt. The following 
are the dialogue and the material chosen to serve as the basis 
for listening practice for the lesson. 
film: 









Murr ay : 
Three to Coventry, please. 
Single or return? 
R e t u r n , p l e a s e . 
Hurry up, Murray'. It's late. It's ten past 
nine! 
What time does the train leave? 
It leaves at twenty past nine. 
Which platform does it leave from? 
Platform nine. It's over there. 
All right. Let's go. 
On page 74 , 
practice based on the 
the student is provided with listening 
introductory dialogue of unit 13. 
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"Listen to the tape and answer these questions: 
1 - What time does the Manchester to London train 
leave? 
2 - What platform does it leave from? 
3 - What train is arriving at platform 10? 
As we can see, the questions imply that the text 
chosen for the student to listen to is based on dialogues 
previously learnt. The same procedure is used throughout the 
book, which indicates that the learner is given a receptive 
repertoire which does not go beyond the limits of the productive 
repertoire desired. 
Despite the fact then that Abbs & Freebairn have 
adhered fairly closely to traditional techniques in some 
aspects, it seems nevertheless fair to observe that they have 
paid equal attention to all four skills. 
3.2.4 ASSIMILATION OF GRAMMATICAL SYSTEM. 
In an article entitled "Learner language and teacher 
talk" Pit Corder points out that "learners do not develop 
their grammar in a particular way because they encounter 
, 9 4 
copious examples of a particular form of structure' . Since 
the native learner has total exposure to language the 
acquisition of structures occurs in a natural and varied way. 
Thus advocates of communicative teaching suggest a more varied 
exposition of the language structures, instead of extensive 
practice of related sentences arranged to drill a given 
structure. The latter procedure has been largely exploited by 
traditional structurally based textbooks. 
We have already seen, in chapter two, that Notional 
syllabuses advocate an organisation of materials based on the 
propositional content so as to broaden the scope of the 
learner's use. 
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Having in mind the theoretical principles of the 
two trends in teaching, the following appear to be two possible 
ways of approaching the subject. 
a) To select structures by taking into account the 
propositional meaning. This means that a single meaning may 
be conveyed through a variety of linguistic realizations (one 
meaning - several linguistic realizations). 
b) To select samples of related sentences so as to 
provide students with plenty of practice* of one and the same 
structure, which has been chosen to convey a certain meaning 
(one structure, one meaning). 
However, since commun!cative-based books appeared 
on the market as late as 1975 it is too early for us to 
compare the effectiveness of such procedures. For the time 
being we venture to point out some of the advantages that the 
former will probably have over the latter: 
a) It will possibly prevent students from identifying 
a given structure with a determined meaning. 
b) It will be challenging and motivating, since it 
does not require repetition of the same structure. 
cyclical 
reappear 
c) The selected material can be organised in a 
way, i.e. the different linguistic realizations may 
in later units and be extended to other topics and 
A 
It should be.pointed out that we are not referring here 
to activities devised by the teacher for the student to 
practise a structure taught, for practising it would be a 
necessary step in both approaches, the effectiveness of which 
would depend on the teacher's ingenuity. What we are referring 
to here, is the content of the course. In other words, how 
the items which compose a given teaching programme are to be 
organised so as to meet the communicative needs of the learner 
in the most effective way. In other words, what we are 
interested in is to know what we select to teach not how we 
shall teach it. 
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situations so as to cater for generalization. This also 
implies repetition, but this time it will be taken in a broader 
sense. It is meaning which is-being reinforced not the 
structure itself. 
To make more explicit what we have been discussing so 
far, we shall give two practical examples of the various ways 
in which to approach the subject. 
Let us suppose we are introducing people and talking 
about their nationality. Example one, below, shows how a 
functionally oriented text-book would probably select the 
material to be covered. On the grounds that it would be more 
profitable for the student to learn several instances of the 
same meaning, he would probably be required to learn the 
following realizations: 
a) Where are you from? 
b) What nationality are you? 
c) Where were you born? 
d) Where do you come from? 
Of course, the way the items would be displayed 
throughout the book would depend on its internal organisation. 
These would be, to our mind, alternative questions 
which would provide the student with a wider range of uses. 
The second way of dealing with the subject has been 
the one used by traditional structurally graded books, which 
drill instances of the same structure instead. 
Since our job here is to investigate to what extent 
the two text books in question have been faithful to the 
principles advocated by the supporters of communicative 
teaching, we shall now quote an example from Starting 
StAate.gle.6 (Unit 7, p.39). 
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"Where are you from? I'm from London" 
"Where is Peter from? He's from Liverpoo 1",and later 
"Are you from London? No, we aren't". 
"Are you from Sidney? No, we aren't". 
"Are you from Liverpool? No, we aren't". 
If we go further we shall see that Starting 
Sthategiei, makes extensive use of drills in much the same way 
as the one shown above, thus following well-established 
structurally-based course techniques. 
Turning our attention to Say what you mean in 
Engliih we have found it difficult to establish what criteria 
the author has used to select his material. Nevertheless it 
is clear that he also follows traditional courses in that he 
chooses a given structure and drills it repeatedly. Contrary 
to Starting StKategieò , whose presentation comes in a more 
natural way, as its authors use short dialogues to introduce 
the main content of each unit, Say Mkat you mean in English 
introduces structures separately, the aim of which is clearly 
defined: to drill one single structure at a time: Example 
three has been quoted from unit 2, p. 12. 
"She needs an umbrella". 
"She needs a new car". 
"She needs an alarm clock". 
"She needs a drink". 
"She needs a good book". 
"She needs a loud voice". 
It appears therefore that both textbooks are 
concerned to reinforce the grammatical system in so far as 
this may be achieved by practice with dialogues and drills. 
This is not all that is required however. As Wilkins points 
out, there is the problem of 
..."how to overcome undue fragmentation of the 
units at any one level. A series of 
linguistically and thematically unconnected 
units may appear lacking in coherence to the 
learner, especially in the case of low intensity 
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courses. As in existing courses this coherence 
might be provided by the introduction of a 
story line 
The "linguistically unconnected units" referred to 
might well lead not only to lack of "coherence" but to 
inability to assimilate the grammatical system properly, to 
say nothing of the effect on motivation. We must therefore 
analyse our sample textbooks from this angle also. 
Although we feel that a strong story line may 
sometimes act as a motivating factor for students, since it 
gives a sense of continuity to what is being learnt, we 
cannot obscure the fact that it might, sometimes, lead to a 
certain rigidity as to the order of presentation, i.e. by 
not sticking too rigidly to a story line, it will be easier 
for the teacher to select those units most likely to be of 
interest for a given group of learners. Secondly, when 
dealing with books which introduce a story line students 
often read through the whole story ahead of schedule ending 
up by becoming bored with it, thus this procedure affects 
the normal development of the learning process. 
Stah.ti.nQ StK.ate.gi(LÒ begins by presenting us with a 
group of people from a company called "Focus Films". It does 
not constitute a strong narrative. Abbs & Freebairn introduce 
what we might call a "loose" story line, in so far as the 
characters share the same situations throughout the book. 
Although these situations may happen sometimes to be in 
sequence there is nothing which makes it difficult for some 
to be left out or altered. 
Andrews does not make any attempt to incorporate 
the linguistic units chosen to such techniques, thus 
displ'ying sets of sentences which might as well be considered 
as samples of "linguistically unconnected units" mentioned by 
Wilkins. 
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3.2.5 SITUATIONAL AND GRAMMATICAL CONSIDERATIONS 
Before setting out to analyse whether grammatical 
and situational considerations have been applied at a 
selectional level or at a presentational level we shall quote 
Carmen Silva, who expresses concerns about the selection of 
contents of courses designed to teach English as a foreign 
language : 
"The starting point when selecting the content 
of foreign language courses semantically based, 
would involve asking the question: what are 
the notions that the language learner will be 
called upon to express through the target 
language? The answer for it, firmly rooted in 
a semantic study of the functions of language, 
will give us a guideline for the selection of 
our teaching materials. This approach will 
allow important grammatical and situational 
considerations to continue to operate though 
not at the selectional level, but at the 
presentational level. We will limit the 
linguistic content of courses on the basis of 
grammatical structures or situations, but they 
will be tools in the service of the learner's 
n e e d s " . 9 6 
We chose unit 2 in Say what you mean ¿n English to 
carry out an analysis of the criteria used by the author in 
the organisation of the teaching material. The following is 
the arrangement made by the author'. 
"Needs" is the semantic choice of unit 2, whose 
title is represented linguistically by means of a grammatical 
structure: "Do you need one?" 
It seems to us that the author has approached the 
subject by using the following procedure: First he isolates 
a grammatical pattern, then he illustrates it through various 
situations, chosen more or less haphazardly. The structure 
is contextua 1 i zed through pictures which show clearly what is 
going on with the characters in question: 
1 - She needs an umbrella. 
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2 - He needs a new car. 
3 - He needs an alarm clock. 
4 - He needs à drink-. 
5 - He needs good boots. 
6 - He needs loud voice . 
Secondly he describes* the picture in order to 
achieve a full contextualization of the structure to be taught. 
Ex : 
Look at picture 1. 
The lady is not happy. It's raining. 
She's getting wet. She needs an umbrella. 
Next, the same structure is taken and presented once 
again, this time, however, contextual i zed by means of 
linguistic devices**. Ex. 
He's asleep. It's late. He needs an alarm clock. 
He's hot and thirsty. He needs a drink, etc. 
In the example just given part one acts as a 
in order that the structure intended "He needs a..." 
produced more or less automatically. 
Having analysed the content of unit two in its 
functioning, we came to the conclusion that Say what you mean 
in EngZiòh uses the Structur a 1/S i tu ationa1 approach, not only 
at the presentational level but also and primarily at the 
*A major part of material in Say what you mean in EngZióh 
is presented through descriptive 1 anguage,which according to 
the supporters of a Notional approach to language, should not 
comprise the bulk of communicative based text books. 
**The same type of exercises can be found in the book 
entitled SituationaZ EngZiòh, a course adapted by the 
Commonwealth Office of Education, Sidney, Australia. 




The following considerations are an attempt to 
justify what we have just said about unit two: 
a) The author chooses a structure and keeps repeating 
it throughout the unit so as to reinforce it. 
b) The material has been dealt with at sentence level 
thus hindering the possibility of carrying out real 
communication. 
c) The situations seem to be contrived so as to drill 
the structure chosen. 
Let us now consider how the points discussed above 
9 7 have been dealt with in Staftt^.nQ S£fiate.gizò . 
Unit 11 is intended to teach students how to express 
"likes and dislikes". The subject has been introduced through 
a grammatical structure: "Do you like tea, with lemon?" being 
the title of this unit. The subject is presented through a 
short dialogue in which the characters express their likes and 
dislikes, by using spontaneous talk: 
Neville: "What's the time Maria?" 
Maria : "It's four o'clock. Would you like a cup 
of tea?" 
Neville: "Mmm'. yes, please" 
Ma ria : "Do you like tea with 1 emo n ? " 
Neville : "Yes, I do" 
Mar i a : "Oh, good. Here you are. . . Sugar?" 
Neville: "Yes, please" 
Maria : "Mind the cup'." 
Neville : "Oh', sorry'...." 
Mar ia : "That's all right. I' 11 get a cloth. Let's 
have some music. Do you like Rita Hamilton? 
Neville: "Yes, she's all right" 
Maria : "Well, I like her. I think she's very good. 
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After the content of the lesson has been introduced 
through the dialogue above, instances of the same structures 
are displayed throughout the unit in a traditional way: 
Do you like Frank Sinatra? He ' s all right" 
Do you like Elisabeth Taylor? She's all right" 
Do you 1 ike the Rolling Stones ? They' re all right" 
Do you like small dogs? They' re all right" 
Do you 1 ike classical music? It's a 11 right" 
Do you 1 ike whisky? It's all right". 
And later on : 
Does he like tea with milk? Yes, he does 11 
Does he like black coffee? No , he doe sn ' t H 
Does he like coca-cola? He th inks i t ' s a 11 r i ght" 
Does he like jazz? Yes, he does" 
Does he 1 ike classical music? No, he doe sn' 1 t" 
Does he like Fr ank Sinatra? He thinks he' s all right" 
Although both books use familiar principles 
associated with the Structural approach to teaching it seems 
to us that Starting Strategie* has its material organised so 
as to provide the learner with a wider exposure to meaningful 
language. 
It seems to us that the authors use situational 
factors as a tool to cater for a better contextualization of 
the teaching material. 
Despite the positive aspects mentioned above we found 
it difficult to detect to what extent grammatical considerations 
have been given priority over use. Since the notions "likes 
and dislikes" are often realized through the verb "like" it is 
difficult to recognize whether grammatical considerations' have 
operated at a selectional or at a presentational level. 
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3.2.6 GRADING OF MATERIAL 
In unit 9 (p. 47-53), Abbs & Freebairn introduce 
"How much is it?", whereas in unit 18 (p. 101-107) the same 
meaning is introduced through a more complicated structure 
"How much does it cost?" We also observed that a single 
structure has been chosen to signify three instances of 
meaning : 
Units 10 - 11 (p. 54-56) - Offering things: "Would 
you like a cup of tea?" 
Unit 14 (p. 76-82) - Asking what people would like 
to do: "What would you like (to buy)?" 
Unit 17 (p. 95-100) - Inviting people "Would you 
like to go to the cinema?" 
This represents an important step, since it will 
give the learner new insights into the target language, even 
at elementary levels. In addition to this the student will 
be given the opportunity to recycle an item which has already 
been dealt with in previous units. 
It is worthwhile pointing out that the functions 
chosen serve the learner's needs in order to fulfil his first 
interactional interchanges: greeting, introducing, making 
appointments, offering, accepting, refusing, etc.* 
Another factor which may be of value when trying to 
find out the criteria chosen, is that only after unit 10 does 
the book introduce formulae, like "Would you like"? , "Can I 
*We feel that the functional items in Starting Stfia.t<¿gi<¿ó 
have been chosen in accordance with the criteria of easiness 
and general usefulness. However, we could argue that those are 
functions necessary at any level, in so far as we often refuse 
proposals or invitations in any stage of the learning process. 
Nevertheless, to express an "adamant" refusal and subsequent anger 
which may result from it, the learner must be prepared with a more 
complex linguistic apparatus to express him/herself in an appro-
priate way,which makes us think that concerns of facilitation have 
been taken in the conventional use given to the functional items in the book. 
71. 
have", "Shall I"?. 
After having a look at the kind of language displayed 
in each unit we came to the conclusion that the criteria 
underlying the principles of presentation and selection of the 
material in Starting StK.atQ.g-Ld¿ seem to have been organised on 
the basis of a structural grading from the easiest items to 
the more difficult ones. 
This would seem to fit the pattern suggested by 
Wilkins for overall syllabuses and is perhaps suitable here 
too : 
..."an overall syllabus could be conventionally 
grammatical in its early stages and would become 
semantic i.e. functional only in its later 
s t a g e s " . 9 8 
We shall now turn our attention to Say what you. mean 
in Engl-Lòh to see the criteria established for the gradation 
of its content. Conversely to what has happened in Starting 
Stfiategie¿ , here, there has not been any attempt to grade 
structures from the easiest to the most difficult ones. 
9 9 
A brief look at the "key to the units" will 
immediately show that grammatical structures are there to 
serve certain functions, which indicates that concerns for the 
functions of language prevailed over a gradation of the 
grammatical structures chosen. We also observed that units 2, 
3 and 4 deal respectively with "needs" "likes and dislikes" 
and "describing objects". Although we recognize that the 
learner will surely need these functions to perform meaningful 
activities in the foreign language some day, we wonder to what 
extent the idea of stating one's needs, likes and dislikes or 
describing objects ("my car is old, you need another one". "I 
like cornflakes for breakfast", or "This is a round plate") 
should have priority over other functions of language. 
No criteria for the grading of functions is offered 
or a|arent, other, than the author's personal preference. This 
/ 
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is not altogether unexpected where an author attempts a purely 
functional gradation, as we observed earlier in a quotation* 
100 f rom Stratton: 
"There are several taxonomies but they all fail 
to provide an adequate model of language 
function... an attempt to apply any of the 
taxonomies to a speech situation requires a 
large, number of subjective decisions on the 
part of the analyser". 
3.2.7 LEARNER'S IMMEDIATE COMMUNICATIVE NEED 
We shall analyse whether the items which compose 
the various units of the two books in question lead to the 
fulfilment of the immediate communicative needs in the light 
of some characteri stics of the Noti ona 1/Functi ona 1 approach 
pointed out by Mary Finocchiaro (1979). She says that in 
Notionally/Functionally based books: 
. . ."The title of the unit is always expressed 
in Functional terms so that learners are 
immediately given the necessary mental "set" 
or readiness so essential for focussing their 
attention communicative purpose of the 
dialogue". 
The titles of the units in Starting S£fia£dgitò are 
not always expressed in functional terms**, which may some-
times make it difficult for the learner to know before hand 
1 0 2 ^ 
what he/she is supposed "to do" in terms of use . We come 
across, for instance, units such as number 8, whose title 
"Where exactly do you live?" simply introduces the Simple 
Present t en se for habitual actions: 
"Sheila Barnes lives in Manchester. In fact 
Sheila comes from Bolton. Sheila's parents 
*Florence Stratton's article has been quoted on pagety¿ 
of script. 
**Look at chart number 3 on pages 9'5, 96, 97. 
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still live there. Sheila lives and works in 
Manchester now and visits her parents at 
w e e k e n d s " . 1 0 3 
The content of unit 10 (p.54) is introduced through 
a situational topic: "Coffee time". Whereas unit 17 (p.95) 
suggests ways of inviting people to go to places: "An 
invi tation". 
In this respect therefore, Abbs & Freebairn have not 
complied with one of the principles of the Notional/Functional 
approach. On the other hand, however, the authors have 
organised the linguistic content of the book in different sets, 
thus indicating clearly the function or functions the learner 
has just been introduced to, through a dialogue: 
We chose unit 10 as an example of what has just been 
explained : 
Unit 10: "Coffee time" 
Neville: Jackie! It's coffee time'. 
Jackie : Coming'. 
Neville: Well1. This is the cafeteria 
Jackie : It's nice and modern'. 
Neville: Would you like a cup of coffee? 
Jackie : Yes, please. 
Neville: And a biscuit? 
Jackie : No, thanks. Just a cup of coffee 
SET 1 OFFER, ACCEPT and REFUSE 
1 - Look at the picture and offer something to eat 
and drink like this: 
"Would you like a cup of coffee? 
"Would you like a . . . . . . .? 
Accept the things youf partner offers like this: 
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"Would you like a cup of coffee?" 
"Yes, please. 
"Would you like a sandwich?" 
3 - Now refuse the things your partner offers 
like this: 
"Would you like a cup of coffee?" 
" N o , t h a n k s . 
"Would you like a glass of beer? 
At the end of each unit, in order to reinforce what 
has already been learnt, there is a section called "Remember" 
in which those functions are presented once again. 
REMEMBER 
Thi s how you : 
1 - Offer something: Would you like a cup of tea? 
Accept something: Yes, please. 
Refuse something: No, thanks. 
2 - Ask for and give things: Can I have a biscuit, 
please? 
Yes, here you are. 
What has been displayed above shows the author's 
concern for providing the learner with the sort of language 
which may lead to an immediate fulfilment of his/her 
communicative needs. This arrangement, we believe, gives the 
learner good opportunities to deal with meaningful language, 
for it draws his attention to the communicative purpose of 
the teaching material chosen for each specific unit. 
Say what you mean in Engtiih conforms more closely 
to Finocchiaro ' s stipulation than Starting Stlo.tQ.gte.0, insofar 
as the list of contents lists both key expressions and 
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wótions, so that the learner is in no doubt as to what he is 
to deal with. As for the actual material of the units, every 
effort is made to drill the structure and provide the means of 
generating utterances to serve a number of associated speech 
situations. 
Unit 25 (p. 104-105) is organised as follows: 
Listen to this: 
Han : I usually drive to work 
It takes me about twenty minutes 
Woman: I usually walk to work. 
It takes me about forty minutes 
Man : I usually wash the car on Sunday 
It takes me about half an hour 
Woman: I usually bake cakes on Saturday 
It takes me about two hours. 
Now say this (listen and repeat) 
- He usually drives to work; it takes him about 
twenty minutes. 
- She usually walks to work: it takes her about 
forty minutes. 
- He usually washes the car on Sunday; it takes him 
about half an hour. 
- She usually bakes cakes on Saturday; it takes her 
about two hours. 
Answer these questions: 
How long does it take him 
How long does it take her 
How long does it take him 
How long does it take her 
How long does it take you 
What do you usually do on 
How long does it take you? 
to arrive at work? 
to walk to work ? 
to wash the car? 
t:o bake the cakes? 
to get to work? 
Sunday? 
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Look at this: 
' / h i : How long does it take J him ? 
1 her 
(,. ft en I h im ) It takes' about twenty minutes. 
^h e r ^f o r t y 
However, the fulfilment of the learner's immediate 
needs involves more than a simple title. We need to consider 
the extent to which the particular use of language taught in 
each unit may be put to immediate use outside the classroom. 
This is where Say what you mean tn Engltòh fails most clearly. 
We do not deny that Andrew s' twenty-five notions are valid and 
would be most useful to the learner who managed to digest and 
learn how to use them. It seems to us, however, that the 
disjointed nature of the book makes this most unlikely. Each 
of the notions is a discrete item to be learnt separately with 
neither linguistic nor thematic sequence to link them together 
as an aid to memorizati ons. The result is thus a collection of 
items to be learnt, and as such the book as a whole suffersfrom 
the same.deflects as a phrase book,a user of which, notes Wilkins, 
, ,','i s able to ask the way, but is then unable to 
understand the answer".104 
3.2.8. AUTHENTIC LANGUAGE 
There has been much controversy in deciding whether it 
is possible to teach foreigners real language. There are those 
who think it difficult to teach without resorting to simplified 
versions of language. They point out that it is impossible to 
present foreign language in its entirety, because of constraints 
°f time, insufficient exposure to language, lack of practice, 
thus advocating a drastically simplified, reduced version of 
language. Others think it possible to teach real 1 anguage, u s ing 
ways than resorting to extreme simplificationof structural patterns, 
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so as to facilitate the learner's task. Pit Corder, in an 
article mentioned above, entitled "Learner language and 
teacher talk" says that what is modified in the course of the 
foreign language teaching process is the rhetoric of the 
teacher. This must happen so that he may adapt his talk to 
the student's level. He says that the nature of modification 
or adaptation in their rhetoric lies in the way the teachers 
"simplify the structures, restrict the range of their 
discourse, the vocabulary and the range of speech functions". 
He goes on to say that in addition to this they often "slow 
the tempo of their speech, shorten the utterances, do a lot of 
. „ „ 105 rephrasing, etc. 
We see then that it is not the grammatical structure 
which is to be simplified for, as he says,"the grammatical 
system used is the full complex adult target language". He 
adds that the simplifications which occur happen to be at a 
"rhetorical level" and not at a grammatical level. 
Wilkins, himself, is very specific on the question 
of authentic materials: 
"This suggests that in language courses 
generally, but in courses based on a notional 
syllabus in particular, much more attention 
needs to be paid to the acquisition of a 
receptive compet en ce and that an important 
feature of materials designed to produce such 
a competence would be authentic language 
materials. By this is meant materials which 
have not been specially written or recorded 
for the foreign learner but which w :ere 
originally directed at a native-speaking 
audience. Such materials need not even be 
edited, in the sense that linguistically 
difficult sections would not be deleted, 
although the linguistic content of such texts 
could well be exploite^ in various ways. Thé 
importance of incorporing such materials into 
courses is that they will provide the only 
opportunity that the learner will have to see 
the contrast between the somewhat idealized 
language that he is acquiring and the apparently 
deficient forms that people actually use, to 
meet the forms of language current in speech 
and to develop the ability to understand 
language that he will never need to produce. 
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In short, such materials will be the means 
by which he can bridge the gap between class-
room knowledge and an effective capacity to 
participate in réal language e v e n t s " • ^ ^ 
People who advocate communicative teaching are in 
favour of using "unedited transcripts of real conversation 
so as to get learners used to dealing with authentic pieces 
of language". 
Before analysing whether the material of the books 
in question comprises samples of authentic language, we shall 
quote Keith Morrow's definition of authentic language. For 
him : 
"an authentic text is a stretch of real 
language produced by a real speaker to a real 
audience. It is not a made up text produced 
by an imaginary writer or speaker for an 
imaginary audience and designed to practise 
specific language points rather than to convey 
real information. 1 0'' 
In Starting StK.ate.gizò samples of authentic 
language have been used to a certain extent. The examples in 
Appendix 1 deal respectively with newspaper advertisements, 
boards providing information on departures and arrivals of 
trains, buses and planes as well as some interviews. 
Thus the claim made in the introduction to the book 
to the effect that "spoken and written language is introduced 
by means of authentic reading and listening practice..." seems 
to be fairly justified as the tapes accompanying them 
faithfully reflect the written dialogues already established 
as reasonably authentic. A further sample of authentic 
listening material is provided by the accompanying set of 
songs. 
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Say what you wean in English does not introduce 
this kind of authentic material. It seems to us that here, 
language, as Morrow points out, has been designed to 
"practise specific language points rather than to convey 
real information". 
A tho- rough look at the book's format will kliow 
us that units mostly consist of the following characteristics: 
a set of pictures serves to exemplify the structure selected 
to present a given meaning. Then the same structures are 
drilled with negative and affirmative answers. 
Although there is no evidence that the dialogues 
found in the former book (Starting Strategies) have been 
recorded "live", which shows that a great deal of the 
language used in the book has probably been contrived so as 
to fit the situations and notions which constitute its 
content - the book, as we have seen above, fulfils, in some 
aspects, some of the requirements made by the supporters of 
communicative teaching. 
The same, however, cannot be said of the latter, 
whose teaching material has not been produced so as to 
provide the learner with "authentic language" in the sense 
used by the advocates of "communicative teaching". Consider, 





It's a pencil. 
And what's this? 
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Woman : That ' s a pencil, too. 
Man : What 's this one like? 
Woman : It's a long o'ne . 
Man : And wha t' s this one 1 ike ? 
Woman : It's a short one 
Most people would agree, we feel, that this 
conversation is hardly likely to occur in a real life 
situation. 
3.2.9 COHESION AND COHERENCE 
To see to what extent the author has organised his 
material so as to produce cohesive and coherent pieces of 
discourse it is first necessary to say a little about the 
nature of discourse. We chose as the basis for our research 
Widdowson's book Teaching Language a¿ Communication, which 
studies the nature of discourse and also attempts to consider 
carefully its practical applications. 
Widdowson suggests that: 
"The 'communicative' approach is, of course, 
very much in vogue at present. As with all 
matters of fashion, the problem is that popular 
approbation tends to conceal the need for 
critical examination. There seems to be an 
assumption in some quarters, for example, that 
language is automatically taught as 
communication by the simple expedient of 
concentrating on 'notions' or 'functions' 
rather than sentences. But people do not 
communicate by expressing isolated functions 
any more than they do so by uttering isolated 
sentence patterns. We do not progress very 
far in our pedagogy by simply replacing abstract 
isolates of a linguistic kind by those of a 
cognitive or behavioural kind. If we are 
seriously interested in an approach to language 
teaching which will develop the ability to 
communicate, then we must accept the commitment 
to investigate the whole complex business of 
communication and the practical consequences of 
adopting it as a teaching aim. Such a commitment 
involve», I believe, a consideration of the 
nature of discourse and of the abilities that 
are engaged in creating it". 
81. 
To see to what extent concerns of "effective 
communication" have actually been taken into account, we shall 
try to analyse both Say what you mean in English and Starting 
Sth.ate.gies in the light of the above discussion. 
We shall begin with unit 3 (p.p. 16-19) from Say what 
you mean in English. Its title -"Do you like it"- suggests 
what the lesson is going to deal with: "likes and dislikes". 
We shall make an attempt to find out to what extent the author 
has succeeded in establishing relations between the sentences, 
in order to present the learner with meaningful bits of 
language. 
Unit 3 develops as follows: 
1 - Listen to this: 
My name is John 
I like black coffee 
I like sugar in my coffee 
I like pop mu sic 
I like cornflakes for breakfast 
1 like cowboy films. 
2 - Now say this (Listen and repeat): 
His name is John 
He likes black coffee 
He likes sugar in his coffee 
He likes pop music 
He likes cornflakes for breakfast 
He likes.cowboy films. 
3 - Listen to this: 
My name 's Janet 
I like tea with milk 
I like chocolate biscuits 
I like classical music 
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I like hot buttered toast 
I like comedy films. 
4 - Listen to this: 
John: Janet, do you like black coffee? Janet: No, I don't. Do you? 
John : Yes, I d o . 
John likes black coffee but Janet doesn't. 
After having seen the example above it is not 
difficult to conclude that the teaching material of unit 3 has 
been presented as a list of isolated sentences which, in turn, 
express se If contained propositions. Since the learner is 
required to listen and repeat an inventory of related 
sentences, it seems to us that despite the emphasis given to 
the notion "likes and dislikes", this material does not take 
on any communicative value. We shall have more to say about 
this when we discuss "usage" and "use" below. 
Although we have already chosen unit 11 in St&Ht-inQ 
StfidílQ-iló to carry out part of our analysis, we are now 
returning to it, because it is intended to teach the same 
kind of language we have just seen: "Likes and dislikes". 
Similarly to unit 3, the content of unit 11 is also 
suggested through its title: "Do you like tea with lemon?" 
The way of introducing the content in unit 11 remains the same 
throughout the book: by means of a short dialogue. 
Having a look at the two materials we immediately 
see some advantages of the latter over the former: 
a) The subject has been conducted so as to have 
speaker/hearer participation - thus preventing the learner 
from being exposed to a mere list of linguistic structures 
aimed at teaching "likes and dislikes". 
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b) The replies are appropriate in that they sometimes 
involve using only part of a sentence, thus providing the 
learner w i t h ^ p p o r t u n i t y to practise natural exchanges, which 
are appropriate both with regard to form and function of the 
structures. 
Maria: Here you are. . . . Sugar? 
Neville: Yes, please 
Maria: Mind the cup 
Neville: Oh1, sorry'. 
Maria: That's all right'. I'll get a cloth. 
The dialogue presents hesitations, pauses etc. which 
show the author's concern to avoid "bookish" language, thus 
forming a link between what is being taught and language as 
it is used outside the classroom. 
According to Widdoi^son, "normal linguistic behaviour 
does not consist in the production of separate sentences but 
10 9 in the use' of sentences for the creation of discourse". 
By comparing the two units we can say that Starting 
Strategies has approached the material so that the learner may 
learn how to use sentences communicatively in discourse, since 
they are meaningful in relation to what comes before or after 
them, thus forming a cohesive and coherent piece of discourse. 
For the sake of explicitness we shall quote Widdowson who 
points out tha t: 
. .. "Sentences take on value* in relation to other 
propositions expressed through other sentences. 
If we can recognize this relationship and so 
are able to associate a sentence, or part of a 
sentence, with an appropriate value, then we 
recognize a sequence of sentences or sentence 
parts as constituting cohesive discourse".110 
*Widdowson distinguishes between "signification" and 
"value". He says that meaning may be of two k i nd s : " s'en t e ne e s 
have meaning because they express propositions by combining words 
into structuresin accordance with grammatical rules'.' This stands 
for signification". The second kind of meaning, value is'that which 
sentence or parts of sentences assume w h en they are put to use for 
communicative purposes. 
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Here we have then correct English sentences which 
seem to have been organised both cohesively and coherently so 
as to provide the learner with c omnuni c a t ive language. 
Moreover, the material has been duly contextua 1 ized through 
the short dialogue. Despite the authors' concentration on 
language to express "likes and dislikes" they do not lose 
sight of the whole, thus propitiating opportunities for 
genuine communication. 
We now move on to the second part of the question, 
which has been formulated in the following way: "Are we (in 
Widdowson's terms) offered examples of "use" or me rely "usage"? 
We know from experience that the learning of a 
language not only involves the ability to introduce 
linguistically correct sentences. It also involves "an 
understanding of which sentences or parts of sentences are 
appropriate in a particular context".''"''"''" Widdowson draws a 
distinction between what he calls "usage" and "use". The 
latter, he says, constitutes "that aspect of performance which 
makes evident the extent to which the language user 
demonstrates his ability to use his knowledge of linguistic 
112 rules for effective communication". 
To see to what extent concerns of "effective 
communication have actually been taken into account, we shall 
try to analyse both Say what you mean in Engliòh and Starting 
Strategies* in the light of the considerations taken above. 
Unit 4 of Say what you mean in Eng¿i¿h, whose title 
is "What's it like?", has been chosen by way of illustration. 
Below are some samples of language extracted from 








It's a plate 
What's this? 
It's a coin. 
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3 - Woman: What's it like? 
Man : It's round. 
4 - Woman: And what's this like? 
Man : That's round too. 
5 - Woman: The plate's round and the coin's round 
too . 
6 - Man : Yes, they're both round. 
If we have a critical look at the material covered by 
this unit we shall notice, at once, that despite the correctness 
of the sentences chosen, they do not constitute instances of 
appropriate use. It is not likely that two people would get 
together to develop such a piece of conversation. Since the 
books aims to teach communication it seems to us that such a 
piece of communicative intercourse, if it ever occurred, would 
represent extremely unnatural use of language. As Widdowson 
points out, "the situation that the teacher has devised is not 
one which would normal L'y; require him to make use of such a 
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sentence". In other words, since the learner knows what a 
plate is as an object, and what it looks like, it is pointless 
to act like this. What our learners, as foreign speakers, do 
not know is that, in English, that familiar object is called 
"a plate". Consequently despite its correctness the sentence 
does not assume a natural function within the situation, i.e. 
the situation devised does not match the sentence used. In 
cases like these, once again following Widdowson's ideas it 
would be more natural and correct to say: "The English word 
for this is 'plate'. Similarly he could complete the 
information by saying that "objects with this shape are said 
to be 'round' in English." 
In his key to units the author's division of material 
shows that unit 4 has been programmed to teach "language for 
description". Although the linguistic items in this unit 
correspond to his claims, i.e. they do display descriptive 
language, the book fails in that the teaching material has 
be en introduced as the level of "usage" but not at the level 
of "use", thus contradicting the author's claim to be 
"teaching the learner to communicate in English, even at an 
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elementary level". 
We shall now consider unit 9 (p. 47) of Stallt i ng 
StK.ate.gie.6 . We chose it on account of the apparent similarity 
of the structure already analysed: "This is a piece of 
plastic", unit 4, in Say what you mean in English and the one, 
now in question: "This is the toilet". As we can see the 
difference in meaning is brought about by the different words 
"a" and "the": while the former structure indicates a 
descriptive use of language, in the latter it has been used to 
show places. 
"One bed, one sit, K & B" is the title of unit 9 
(p. 47). As we see Abbs and Freebairn have used a situational 
label. A short dialogue has been introduced so as to 
contextualize the pieces of language to be taught. Let us 
consider it: 
Jackie: How do you do'. I'm Jackie Young. I'm from 
the Town and Country Flat Agenty. 
Mrs.Parker: Oh, yes, the Flat Agency. Come in. 
The flat's upstairs. 
Jackie: Thank you. 
Mrs.Parker: This is the bedroom. 
Jackie: Yes. 
Mrs.Parker: And that's the sitting room. 
Jackie: Mm'. It's nice and big. Is this the bathroom? 
Mrs.Parker: Yes, it is. 
Jackie: Oh'. It isn't very big. Is this the kitchen? 
Mrs.Parker: No, it isn't. That's the kitchen over 
there. This is the toilet. 
Jackie: Oh, I see. Well thankyou very much. 
Mr s.Parker: That's all right. 
Here, as we can see, sentences have been used 
appropriately, for we can think of situations in real life in 
which we use language of this kind. Assuming that the flat has 
not yet been furnished, or that the doors are shut, it seems to 
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us that the material contains certain contextual conditions 
which determine its status as an instance of "use" rather than 
mere "usage". 
We have tried in this chapter to examine the extent 
to which the writers of two textbooks purporting to apply 
Notional/Functional principles have succeeded in producing 
teaching materials which offer something original and yet 
pedagogica 11y valid. It was, of course, not our intention to 
disparage one book by comparison with the other, and if 
Starting Strategies appears to have met the requirements we 
specified to a greater extent than Say what you mean in 
English, this is not to say that the latter is to be 
condemned. Our analysis was based on nine questions which 
seemed to us to be relevant in the light of Notional/ 
Functional theory, but they were by no means the only 
questions possible. A different set of questions might have 
resulted in a different picture, and it is certainly possible 
that Say uihat you mean in English has several advantages that 
Starting Strategies lacks. But this is not our real concern 
here. The main aim, underlying all the analysis, has been to 
discover both the possibilities and the limitations of 
Noti onal/Functi o na 1 syllabuses, and it is therefore to this 
that we return in our final section. 
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4. CONCLUSION 
What then can be concluded from this analysis? We 
have suggested that Andrews and Abbs & Freebairn have each in 
their own way tried to produce teaching materials based on a 
Notional Approach, with very different results. Andrews 
appears to have been so concerned with maintaining a strictly 
semantic approach that his book as a whole seems to lack any 
form of sequence. It has none of the "generative" capacity 
that is so necessary if the student is ever going to reach the 
stage where he can create new language for himself. On the 
other hand, Abbs and Freebairn appear to have given a good deal 
of thought to this "generative" aspect by introducing a story 
line, maintaining the same characters.: and generally selecting 
easier structures before difficult ones. However, in order to 
make the course suitable for beginners they have had to 
restrict the number of notions to be taught, and they have done 
this by narrowing the content so much that what is intended as 
a textbook for general beginners turns out to be a rather 
specialised course for young students living in Britain. If 
this is in fact the authors's intention, how do we explain the 
wide publicity given to the book overseas and the authors 
demonstration tours around Brazil, for instance? The authors 
seem to have assumed highly-motivated students, lively native 
or near-native-speaker teachers and surroundings in which to 
put the material learnt to immediate and regular use. However, 
in many parts of the world such conditions do not apply. 
Teachers whose command of English and acquaintance with British 
customs are limited might find Starting Strategies a difficult 
book to use with beginners, motivated or not. 
Wilkins himself states: "Notional Syllabuses as such 
do not to my knowledge, e x i s t . I s this as true today as 
Wilkins felt it. was in 1976? Our findings seem to indicate 
that it is, and perhaps the principal reason why this should . 
be so lies in the demands of Notional/Functional theory, some 
of which are rather elusive. Wilkins maintains: 
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"The essence of a Notional Syllabus will be in 
the priority it gives to the semantic content 
of language learning." 
It Xíill be noted that the pjjra>sing here is much more 
vague than may appear at first sight. All courses must 
contain an element of semantic content, or they would be 
reduced to the mere reciting of paradigms. Nor can the 
structural content be ignored, otherwise we are left with a 
simple phrasebook. So what Wilkins is really saying is that 
we should pay more attention to the semantic content than the 
syntactic when preparing a syllabus. But he does not say how 
much more attention, so that the textbook writer lacks firm 
guidelines in this respect. Wilkins continues: 
"The first step in the construction of any 
language syllabus or course is to define 
objectives. Wherever possible these will be 
based on an analysis of the needs of the 
learners and these needs, in turn, will be 
expressed in terms of the particular types of 
communication in which the learner will need to 
engage."117 
This again is a very sensible proposal, but it. is 
neither new nor clear-cut. Teachers have always tried to 
teach with an eye to the needs of the learner, even where this 
means simply preparing him to pass an examination at the end 
of the course. But preparing students for an examination whose 
content and format are well-known to the teacher is a much 
easier task than trying to predict the future communicative 
needs of the students. Oral communication between two or more 
people is usually a spontaneous interchange of views and 
opinions, questions and answers, and as such almost every 
conversation is unique. As Dak in puts it: 
"Communication is essentially personal, the 
expression of personal needs, feelings, 
experiences and knowledge, in situations that 
are never quite the same. And though we may 
often repeat ourselves, much of our 
conversation, about even the most mundane 
matters, is to some degree novel. We hear or 
produce utterances we have never heard or 
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produced before in quite the s ame form, and 
which, in consequence, cannot be practised by g 
the teacher or previously learnt by the learner!' 
It is thus extremely difficult, if not impossible, 
to predict what our students will need to say. This does not 
mean, of course, that we can have no idea of what they will 
need to communicate, but it does suggest that a semantica 11y-
based approach alone will not be sufficient to ensure success. 
Somewhere in the course we must provide the learner with the 
structural base from which he can later construct his own 
language in accordance with his own needs. Structurally-
graded courses are, of course, produced on this principle but 
while teaching the student how to generate new language they 
consistently fail to teach him how to communicate in real life. 
Semantically-based courses start with the aim of teaching 
communication, but run the risk of failing to provide the 
necessary structural foundation. 
Wilkins, of course, does not claim that his approach 
solves all problems, merely that it offers a better chance 
than structura 11y-gr aded syllabuses of providing communicative 
competence. He has several strong reservations about the 
value of Notional Syllabuses for global courses, for instance, 
and implies that beginners would probably be better served 
with structura 11y-graded material until they have grasped the 
basic grammar of a language. This, as he points out, would be 
the weakest application, the stronger alternative being the 
one in which the course producer would adopt semantic criteria 
119 
in the selection of grammatical items from the very beginning. 
Where he feels the Notional Approach would be most useful is 
in the more restricted areas, such as courses of English for 
Specific Purposes (ESP), where needs can be clearly defined, 
if not entirely predicted. He suggests, for example, that 
medical students will require some familiarity with the way 
descriptions, definitions, generic statements and instructions 
are expressed in English. ̂  ^ 
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This need for an awareness of the rhetorical 
functions of sentences has recently been recognised by a 
number of linguists and a good'deal of research is being 
carried out (notably by Widdowson) into this aspect of 
language. It is perhaps in the area of ESP therefore that 
the Notional Approach to language teaching will eventually 
prove most useful. 
To conclude, the Notional/Functional Approach is 
still in its infancy. Many writers and teachers have 
embraced it whole-heartedly and dismissed the Structuralist 
Approach as old-fashioned and ineffective, while others prefer 
to cling to older and well-tried methods, regarding any 
innovation with suspicion. In the present state of affairs it 
seems to us that a middle position represents a better vantage 
point. Notional/Functional theory is full of promise. In 
many ways it breaks new ground and has provided another way of 
looking at the problems of language teaching. If the theory 
is at present still rather difficult to put into practice, 
this is perhaps because in teaching a language we are dealing 
with individuals whose needs, aptitudes and motivations vary 
enormously. Ultimately, the problem may well be a human 
rather than a linguistic one. 
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5. A FOREWORD TO THE CHARTS PRESENTED 
To undertake an analysis of the criteria set up 
by Andrews and Abbs & Freebairn we find it necessary to 
provide a set of charts in which the programmatic content 
of the books in question is displayed. Both grammatical 
and Notiona1/Functiona1 elements have been looked at. 
The following is the order in which they are 
presented: 
Numbers 1 and 2: tables of the grammatical 
content of Starting Strategies and Say what you 
mean in English. 
Numbers 2 and 3: a key to the units in the two 
books, containing the notions and functions 
selected. 
Numbers 5 and 6: charts of the material contained 
in each unit, drawn in comparative terms (The 
material chosen to carry out this work has been 
extracted from "English Grammatical Structure.:" 
by Alexander et al. 
We shall refer to "stages" since the material in 
"English Grammatical Structures"has been organised into 
"Stages" and further on subdivided into "units". 
UNIT Tense Plurais Mo dois Aux. Mood Neçs 
Declorotive 
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13 ( r.allzed 
01 pr.senll 
Con you? 
14 ",Ilhal sholl 
I do? 
Imperolive 
15 LeI u' •.. 
16 PO.I 
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18 
19 
GRAMMAT ICAl CONTENT CHART 
STARTING STRATEGIES 
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CHART 3 - STARTING STRATEGIES 
NOTIONAL / FUNCTIONAL CONTENTS 
UNIT TITLE NOTIONAL/FUNCTIONAL SETS. 
1- My name's Sally Set 1- Ask somebody's name and 
say your name. 
Set 2- Ask and say where places 
and people are. 
2- I'm a journalist Set 1- Greet people formally and 
introduce yourself 
Set 2- Ask and what somebody's 
job is. 
Say what you job is. 
3- Hello and good bye! Set 1- Introduce people and greet 
informally. 
Set 2- Ask and say what somebody's 
job is(2) 
Ask and say somebody's name 
4- Looking for a flat Set 1- Ask and talk about marital 
status. 
Set 2- Spelling 
Set 3- Say your telephone number 
5- Looking for a"flat(2) Set 1- Ask and say where places 
are. 
6- CONSOLIDATION UNIT 
7- I'm from M e l b o u r n e Set 1- Introduce people(2) 
Set 2- Ask and talk about 
nationality 
Set 3- Ask and say where people 
are f r om. 
8- Where exactly do you 
live? 
Set 1- Ask where people live 
Say where you live 
Set 2- Ask and say where people 
1ive exac tly. 
CHART 3 (continuation) 
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UNIT TITLE NOTIONAL/FUNCTIONAL SETS. 
9- One bed, one sit K&B. Set 1- Show and ask about 
places 
Set 2- Express satisfaction 
and d i sSä t i s f a c t i on 
Set 3- Ask and talk about 
cost (1) 
10- Coffee t ime Set 1- Offer accept and 
refuse 
Set 2- Ask people for things 
and give people things 
Set 3- Ask and say what people 
like. 
11- Do you like tea with Set 1- Ask and say the time 
1emon ? Set 2- Ask what you like 
Set 3- Ask and say what people 
like. 
12- CONSOLIDATION UNIT 
13- Train to Coventry Set 1- Ask and say the time(2) 
Set 2- Ask and talk about 
fixed t ime 
14- Shopping in Coventry Set 1- Ask people to do 
things. 
Agree to do things 
Say you can't do things 
Set 2- Ask what people would 
like and way what you 
wou1d like. 
Set 3- Ask for and give 
specific information 
15- Happy Birthday! Set 1- Ask and talk aboutdates 
Set 2- Ask for and make 
sugges t ions. 
Agree and disagree with 
suggestions 
Set 3- Express pleasure 
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UNIT TITLE NOTIONAL/FUNCTIONAL SETS 
16- A nice weekend Set 1- Ask people what they want 
to do 
Ask what you want to do. 
Set 2- Ask and talk about the 
past 
17- An inv i t a t ion Set 1- Answer the telephone: Say 
your name and start a 
conv er s a t i on 
Set 2- Arrange to meet somebody 
Set 3- Invite people to do things 
Accept and refuse 
invitations to do things. 
18- Going to work Set 1- Ask and say how people 
get to work 
Say how you get to work 
Set 2- Ask and say how often 
people do things 
Set 3- Ask and say how far away 
places are 
Set 4- Ask and say how long 
journeys take 
Set 5- Ask and say how much 
things cost. 
19- Focus on people 
at work. Set 1- Ask and say what people 
do every day 
Say what you do every day. 
Set 2- Ask people about their 
jobs. 
Say who people work for 
and where they work. 
Say who you work for and 
where you work. 
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CHART 4 - SAV WHAT VOU MEAN TN ENGLISH 
NOTIONAL / FUNCTIONAL CONTENTS 
UNIT KEY EXPRESSION NOTION 
1- Where do you come from? Personal details 
2- I need a. Needs 
3- Do you like? Likes & Dislikes 
4- What's it like? Describing objects 
5- Where is it? Location 
6- Would you like one? Offer 
7- What do you usually do? Habit 
8- May I? Permi s s ion 
9- Will you? Request 
10- Let's... Suggestion 
11- What did you d o ? Narrative 
12- Can you? Ability 
13- Going to Intention&Inevitability 
14- It'll... Future occurence 
15- Have you done it? Completed action 
16- Have to Ob ligation 
17- If . . . Cond i t ion 
18- Mind ! Dont' Mustn't! Warning & Prohibition 
19- You'd better Advice 
20- I'm sorry Apology 
21- Have you got a ... ? Obtaining service 
22- What's it for? Func t i on 
23- What's wrong with it? Ma 1f une t ion 
24- What do you think of it? Approval & Disapproval 
2 5- How long will it take? Durât ion 
C O M P A R A T I V E C H A R T Nä 5 "Soy what you meon in Engl ish" 9 g 
NOTE: The left hand column consists of some of the sentence patterns representative of the si* stages devised by Alexander et all in English 
Grammatical St ructure; they ore part of the inventory of sentence patterns ond Orammoticcl Structures which hove been compiled to serve 
teaching purposes ot the six levels. The right hand column represents the linguistic realizations contained in the 25 units of " Say whet you 
meon in English." 
Stage Sentence Pattern Unit Example 1 Stoge Sentence Pottern Unit Example. 
! NP1 + be + adject 
NP + vt 4 Adv. P 
1 I'm English 
1 live in England 
2 
1 




NP1 + vt 4 NP 2 object 
N P ' + vi 
N P ' + be + odject + A. clause 
2 
He needs 0.... 
It' s raining 
I'm t ired because.... 
2 
i 
NP1 + have to + infinitive 16 You have to fill in this form 
1 NP1 4 vt 4 NP 2 object 5 1 like.... 1 3 If 4 N P ' + vt 1 adv. clause 




NP1 4 be 4- M P 2 
MP'4 be 4 odject 4 NP 2 
4 It's 0 . . . . 
This is a long one 
1 3 
J 5 
Vt 4 IMP24-not 4 infinitive 
NP1' 4 vt 4 NpV not + inf p +• odv. 
clause. 
18 Tell him not to woit 
She told him not to touch it becausc 
it wos hot. 




NP1 + have got 4 NP2object 
Would 4 NP '+vt 
Swl l + N P 4 v t 4 N F ? + N P 
6 I've got some 
Would you live? 
Shell 1 get you a drink ? 
3 2 NP' + vt + NP '+NP 2 20 Have you le f t me any? 
1 Np'+Adv. Part 4vt4 Adverbiols 7 He usuolly stays in bed lote 2 
Î! 
There 4 be 4- NP1 
NP'+ vt 4 N P 2 
21 Is here 0 smaller size ? 
I'll take it 
2 Con + NP '+vt 4 NP 2 8 Co 1 use your phone? 1 4 1 4 N P 1 + v t Infin clause. NP1 4 Be 4- for 4 gerund 22 1 need it to sharpen a pencil with If is for measuring w i th 
2 
3 
Win 4 NP'-t-vt 4 NP 2 
Would + NP'+vt 4 N P 2 
9 Will you shut the door, please 




could 4 vt 4 gerund 
Let 4 N P ^ vt + Ad p 
Np '4 would Rather + bore inf. 
10 We could go sightseeing 
Let's stay ot home 
I'd rather stoy 
1 3 ! 6 
N P 1 + v t + that clause 
NP1 + vt + conditional c lause 
24 He thought the vegetables were 
0 bit tasteless 
•¡^wqp^ers whether it goes with 
2 A.P + NP'T vi 1 odv. p 11 Lest Sunday he got up at 9.00 1 4 NP1 4 vt 4 NF^4 Adv.p.4- Inf c lause 2 5 It' 11 take him about half on hour to wash cor. 
2 
3 
Can + NP'+ vt 
NP1 4 vt + that clause 
12 Con you drive? 
He says he can drive j 
2 
3 
Np'+ Be + going to 4 inf. 
NP1 + thinK + that clause 
13 I 'm going to win 
1 thing he is going to.... 
2 Np'+ vt + odv. p 14 
CO~~PARATIVE CHART NUMBER 6 
ST :'GE 5EtnEr;CE P.'\TTERN .!.llil.L EXMv1PLE - - - - ~
t;P' ~ be + Np2 compl. I My nome is Tom 
Npl i be i od .... P. II' s CNer Ihere 
I N?I + be + Np2 compl. 2 I' m o ti 1m director 
1 N?' + be + Np2 Corrçl i 3 Sally is o journotisl 
I NP' + te + cdj. 41 He is morried 
I NP
I 
+ be + odv. p. 5 The posl _oHice is ncor lhe holel 
1 NF" + be + cdv. p. 7 He is from Americo 
I ?:'e;:osi :iol'\ol V, + Np2 Look aI my cor 
I Nr:J + vI + odv. p. 8 We live in En(Jlond 
I Npl+ be t odj. + cdj. 9 It's nice ond bi!) 
3 'Aauld + Npl + v 1+ Np2 lO \J'Jou\<l you l'Ike o biscuil? 
2 Ccn + Npl + vI + Np2 Ccn I neve o biscuil ? 
I NP' + vI 'f" Np2 1\ Do you like Frank SineIro '? 
:5 NP + vI + Ihal clouse He Ihinks it's 011 righl 
I ro.p
l+ vI + adl/. p. 13 The film storts 01 7.15 




r- SENTENCE PA TTERN - - - UNIT --
2 Np\ t W:luld + VT+ Np2 14 
I r,p
l + be + adv. p. 15 
2 Npl + vI + NP~ 
2 Npl + vI + inf. 16 
2 Npl + vI + Np2 
2 Npl+ be + odv. p. 
3 
I 
Would + NP + vI + inf. clous e 17 
I Npl + odv. parI. + vI + adv. p. 19 
4 
I I ':l 
i NP + vI + I\P + odVI p. 
I Npl + adv. parI + vt + Nr2+odv. p, 19 
Npl + vI + odv. p.+ odv. p2 
100 
[Xr.1!.?lE 
I' d li~e some breoo 
Tesso' s birlhdoy is 0'1 Mondo~ 
V/hol sholl we çive her '? 
He V/anIs lo ~ home 
He did my homework 
I was in Lon don 
Woulô you 1'1 "e to 90 to the cir.emo? 
I olwoys CO by cor 
It lokes me ooout on hour. 
I sometimes hove lunch in th~ cc~,teen 
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UNIT 13 
I'll 
a .m. = m o r n i n g 
p .m. = a f t e r n o o n (1 p . m . - 6 p .m. ) 
e v e n i n g ( 6 p.m.—12 a . m . ) 
3 a .m. = t h r e e o ' c l o c k in t h e m o r n i n g 
3 p.m. = t h r e e o ' c l o c k in t h e a f t e r n o o n 
8 p .m. = e i g h t o ' c l o c k in t h e e v e n i n g 
3. S a y ail the times in a different way. Look at the example in 
sentence 1 
1. T h e train leaves at 6 a .m. 
T h e train leaves at six o ' c l o c k in the morning . 
2. T h e bus leaves at 7 p.m. 
T h e bus leaves at 
3. T h e plane arrives at 1.30 a . m . 
4. T h e film starts at 9 p.m. 
5. T h e film finishes at 10.45 p .m. 
6. T h e bank closes at 3 .30 p .m. 
4. Look at the information. Ask and answer like this : 
¿ f 3 ® 3 " ^ W h a t time does the shop o p e n ? It opens at 9 o ' c l o c k . 
W h a t l ime does the shop c l o s e ? 
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MANCHESTER INTERNATIONAL AIRPORT 
Domestic Passenger Arrivals 
A i r l i n e Fl ight N o . Day Dep A r r 
B i rm ingham D A DA053 Dai ly 0900 0935 
Br is to l D A DA0S5 Dai ly 1845 2005 
Ed inburgh BE BE9I6 Dai ly 0840 0925 
Ed inburgh BE BE4483 Dai ly 1835 1920 
London BE BE4406 Dai ly 0800 0845 
London BE BE4424 Dai ly 1415 1500 
Newcast le D A D A 0 5 2 Dai ly 0750 0835 
Newcast le D A D A 0 5 6 Dai ly 1800 1845 
1. Roleplay 
You go into a travel agency in Manchester . You want to be in 
London at 1Ü a .m. W o r k with a partner. Find out : 
a) What t ime your plane leaves M a n c h e s t e r 
b) What t ime it arrives at L o n d o n airport 
c) W h a t your flight n u m b e r is 
Now do the same for these si tuations: 
Y o u want to be in Edinburgh at 8 p.m. 
Y o u want to be in B i r m i n g h a m at 10.30 a .m. 
Y o u want to be in Newcast le at 9 a . m . 
; 
Find out the same information for your town. Wr i te the 
information for vour brochure. 
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Listen to the interview with W a l t e r M o o n e y and follow the 
pictures and t e x t on page 11)8 
i] r ing and slum M Mot 
\ i i in.] ti tío» t. "I h i:rc' ix 
c l a s s - c o n s c i o u s n e s s 
'<ul and the gaunt 
U. Loa vis l o o m s 
'rçc. 
J o h n 
. n t r i b u -
jc ia l iso-
. R e a d at 
o r II ron, 
.try, is the 
i thcr b o o k 
,e to t a c k l e 
. (bridge c o n -
j - o n : 
. i c d for y e a r s to 
f l i n g that O x f o r d 
j r i d g e typos are 
j n d very di f ferent 
. is not easy to s u b -
. T h e very c o l o u r s 
sugges t t h e m , the 
k. b lue and the pale 
ilue, the highly poli-
rld of O x f o r d soc ia l 
ind savoir - fa i re , the 
r i t a n , inward . A r t s 
•rice C a m b r i d g e of 
and s imple , with 
b u r s t s of sel f -
' i ty . E v e n t h e 
r e i n f o r c e 
Oxford 
j i i n g l e d in 
• nd the de-
l real l i fe ; 
! f lat lands , 
: p a r a t e , ina-
sible, o b -
•tarty and 
i r i s , w h e r e 
London, is 
mixed , h a r d e r 
ichly repaying 
very t r u t h f u l 
a m basica l ly 
d read Engl ish 
c o n s e q u e n c e s 
l i n k 1 should 
*ared b e t t e r at 
v e r e I had a 
)anuel , w h i c h 
•Ued. 
hand , I w a s 
j r d as w e r e 
rfarly all t h ï 
. to My O x -
S e a l h a p p i e r 
i tbridge c o n -
t h e present 
I be l ieve t o 
j e r i e n c e b u t 
and these 
•car it out , 
a b e t t e r 
real and 
their u n d e r g r a d u a t e days and 
tu set it all ' d o w n u n f l i n c h -
ingly ami con br io is n o 
mean a c h i e v e m e n t and M s 
' J 'hwailc has pulled it o f f . I 
w a s not able mo d e t e c t a 
s ingle e x a m p l e of s lack wr i t -
ing in her c o l l o d i o n : M r 
l i a w n a n ' i , alas, c o n t a i n s t w o 
or three c o n t r i b u t i o n s t h a t 
might b e t t e r have b e e n c o n -
signed to ob l iv ion . 
Vl 'he O x f o r d b o o k is a 
m a s t e r p i e c e of its k ind , a l -
t h o u g h , if one w a n t e d to be 
T h a t c h e r , a n o t h e r c o n t e m -
p o r a r y : A n t o n i a { ' 'raser, in a 
well s u s t a i n e d p iece , sees it 
all in t e r m s of c l o t h e s and in 
s o m e ways she is r ight : " A t 
at O x f o r d , in a c a d e m i c dress , 
J s u i x e c d o d in what 1 sup-
pose had a lways been my 
a i m : l o o k i n g e x a c t l y l ike 
e v e r y b o d y e l s e " ; A l a n C o r e n , 
in what is, p r e d i c t a b l y , 
the f u n n i e s t piece , w o m a n -
izes in digs on the IITloy 
R o a d : M a r t i n A m i s did 
so less s u c c e s s f u l l y ; in fac t . 
This week with Barry Miles from the Royal 
Exchange Theatre. 
Barry Miles is an actor from the Royal 
Exchange Theatre in Manchester. Just now you 
can see him in Shakespeare's 'Othello' where lie 
plays the leading role. 
Our reporter, .Sally Baker, asked him about 
his typical day. He says: " I get up at ten, have 
breakfast - orange juice, an egg and a cup of 
black coffee - and read the paper. Then at eleven 
I go to the theatre and rehearse. Not Othello but 
our next production. Then what? A late lunch 
at the pub with the others. Then we're free in 
the afternoon. Sometimes 1 go to the cinema, go 
shopping or see friends. Tea at five, then I go 
back to the theatre. The evening performance 
starts at seven thirty. After the performance? 
We all go to the theatre bar, have drinks and talk 
I usually have some sandwiches then. I go to bed 
late, about one o'clock. Yes, that's quite a 
typical day for me" . 
\ . S 
• «i 111 e t INJ 
have been, 
l o o m u c h f 
Hying arou . , 
f igure of F . v. 
u n n e c e s s a r i l y la . . -v. 
1 ident i f i ed wi: 
V a i s e y ' s sens i t ive 
l ion and with the s 
la l ion of P iers Paul 
S t J o h n ' s . Klean« 
a n o t h e r c o n t e m p o i " 
only wr i ter in c'-b-
with the c o u r a g -
the O x f o r d / C a n r 
f r o n t a t i o n head 
" { have tr,. 
jus t i fy a fe>' 
and Ca m ^ 
d i s t i n c t ? 
though it 
s t a n t i a t e j 
s e e m to? 
r i ch dar1, 
a s c e t i c b; 
t ical w f , . 
v e n e e r l r. 
chi l l , pu 
a n d Seit1 . , 
savo i r p u r t , 
o c c a s i o n a l £ 
c o n s c i o u s fr ivoi . 
phys ica l s e t t i n g s 
these images , 
w a r m e r , lusher , r 
with the town c 
c a s i n g f u m e s of 
C a m b r i d g e in the, 
b l e a k , s p a r t a n . sí 
m e d i a t e l y a c c è s -
v ious ly p r e t t y , 
h e a r t l e s s l ike P? 
O x f o r d , l ike I 
g rander , r^ore i 
to k n o w b u t n . 
e x p l o r a t i o n . " j r 
I f ind th is -
a n d s i n c e I 
p u r i t a n i c a l ant 
wi th d i s a s t r o u s 
a t O x f o r d , I tl. 
p r o b a b l v haï .« c 
Now write an ar t ic le for the M a n c h e s t e r News and say what B a r r y 
did yesterday 
»'Âth 113 
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Ask people about their jobs 
S a y who people work for and where they work 
S a y who you work for and where you work 
What does Wal ter d o ? l i e ' s an engineer. 
He works for F o r d . 
He works in a car factory in Coventry . 
Name Job C o m p a n y / A u t h o r i t y Place of work 
Wal ter 
Mooney 

















a journal ist 
The Manchester 
News 




a housewi fe at home 
Paul 
Blake 
atechnic ian Focus Fi lms s tud io at the 
Focus Fi lm Centre 
Ask and answer like this : 
W h a t does David d o ? He's a 
He works for 
He works in a 
Now ask your partner what he/she does, like this : 
^ ^ W h a t do you d o ? 
^ I 'm a/an 
(I work for ) 
1 (work in a/'an ) 
(study at ) 
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